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ABSTRACT 
English as a Second Language (ESL) students often have problems progressing in their 
acquisition of the language and frequently do not know how to solve this dilemma. Many 
of them think of their second language studies as just another school subject that they 
must pass in order to move on to the next level, so few of them realize the metacognitive 
processes that are involved in learning another language. This dissertation focused on the 
use of blogs with intermediate community college ESL students to see if this could help 
them become more aware of these language learning processes by doing various directed 
blogging assignments throughout their semester at Pasadena City College in California. 
Findings from this study revealed that directed blogging worked well for 
publishing academic style writing and for reporting on activities done offline. It also was 
a useful tool for evaluating the portfolio of assignments done throughout the semester. 
Directed blogging was not, however, seen as particularly valuable for non-traditional type 
assignments, as students tended to report that they felt these were somewhat of a waste of 
time.  
Conclusions derived from this research included that the students of this study felt 
more comfort in doing directed blogging activities of a more academic nature (such as 
posting practice essays) and that publishing these types of products motivated them in 
terms of effort expended, but that this type of blogging did not necessarily cause them to 
think outside of the box about their language learning processes. Also, it was concluded 
that the blogging activities of this study did help students become more metacognitively 
aware of their language learning processes; however, there was no real indication that 
these students would likely change their study habits as a result.  
 xi 
Future research in terms of both broadening the scope a study on these topics 
while focusing more tightly on just one type of blogging activity, as opposed to the 
various types of activities explored in this study, is recommended so that a better 
understanding of this phenomenon can be reached. 
 
 1 
Chapter 1. Introduction 
This study examines something that may be missing in current methods of 
teaching English as a Second Language (ESL) at the community college level as it 
explores some new ways to utilize computer technology in order to help students who are 
having problems in their English learning experience, expressly in learning how to learn. 
I am a long-time teacher of ESL in community colleges and have observed that many 
foreign students struggle a great deal in mastering the language. As a result, some new 
ways to assist these learners in overcoming their problems have been attempted–the 
efficacy of which will be examined in detail here. 
The study is based on examining selected Chinese students’ actual language 
learning experiences as recorded in personal blogs (web-based journals) as well as 
through field notes that I, as the instructor and now as researcher, kept during my classes. 
Because language learning and use is more of a qualitative process than a quantitative 
one (as compared to perhaps more objective subjects such as mathematics or the 
sciences), this study utilizes a qualitative approach based on the principles of human 
sciences. The goal of human sciences is to present people’s lived experiences–how they 
perceive the world and their experiences in it–so that others may gain insight from them 
(Gadamer, 1989; Van Manen, 1990). In particular, this study examines how the practice 
of blogging about thoughts on personal language learning experiences enhances use of 
metacognition, or awareness of one’s learning processes and preferences, and how that 
can apply to helping ESL students become more conscious of their own second language 
learning development. 
 2 
Background of Study 
A common situation unfolds. Ying, a student in her early 20s comes to the U.S. 
with her family in order to build a new life for themselves. She has studied English in 
high school in her country and has done well enough on both the TOEFL (Test of English 
as a Foreign Language) and the Language Department’s proficiency assessment test to be 
placed into an intermediate level ESL (English as a Second Language) class at her local 
community college. During her first semester, she makes plenty of new acquaintances, 
the majority of whom come from her home country. In her ESL class, her attendance is 
good and she tries to pay close attention to what the teacher says and writes on the board. 
She almost never speaks during class time because she feels nervous and is not sure how 
to ask a question about what she may not know–mainly because she usually can not 
pinpoint that which she wants to ask about. Although she is not sure exactly how to do it, 
she studies the best she can and even meets with an on-campus tutor once in a while. 
Despite her efforts, she continues to receive mediocre scores, at best, on both the 
grammar tests and the class writing assignments. She is on the border between passing 
and not passing the class at the midterm of the semester and this saddens her. She has yet 
to request an appointment time to meet with her teacher in order to discuss ways in which 
she could possibly improve her class performance and overall confidence in learning and 
using English. 
Her ESL class meets twice a week for two and a half hours per meeting. During 
class time, students learn about various grammatical rules, vocabulary words, reading 
strategies and academic writing approaches. Most of the students believe that these are 
the necessary keys to their English fluency and that if they somehow master them, they 
will instantly be proficient in this second language. They are very accustomed to the 
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practice of memorizing rules, definitions and explanations on the road to taking, and 
hopefully passing, whatever exam happens to lie in front of them. Many of these ESL 
students seem to think that their mere presence in the classroom, as a warm body sitting 
in a desk passively paying attention (or even not paying attention), is enough to learn 
English. Of course, some are more skilled than others in their class performance, but 
many if not most of them seem fixated simply on passing the class in order to move to the 
next level as quickly as possible, as opposed to being genuinely interested in actually 
learning the language itself and putting it to use in their daily lives outside of the 
classroom. 
Ying feels ashamed. Her family is proud of her for being a first generation college 
student in this country. Her parents depend on her to help them communicate and 
translate for them, but she feels like she can barely understand English herself. When she 
wants to converse, the words do not seem to come out and when she tries to listen, she 
feels that native speakers just talk too fast. Even though she sincerely wants to improve 
her English, she frankly does not feel that she knows how to incorporate any learning 
from class into her daily routine outside of school, and does not even know where to 
begin to do so. Second language learners often feel at a complete loss as to how good 
learners arrive at effective and preferred language learning strategies and, frankly, may 
not even know that such strategies exist. They often lack faith in their own abilities to 
improve and do not usually realize that the belief that they will never learn their target 
language is actually a myth and that the patterns of failure can be broken just by finding 
the right processes (Thompson & Rubin, 1996). 
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Finally, Ying decides to make an appointment to speak with her teacher. At this 
conference, she declares, “I can’t do well in this class or outside of class. No one 
understands me and I can’t understand them. I feel like I do everything you assign me to 
do, Professor. I always come to class, read the textbook, and do the grammar exercises. I 
listen carefully every day and try my best on the tests, but I can’t seem to make progress 
with my grades or with English in general. I get so nervous and frustrated. I feel lost. 
What should I do to improve my English?” 
Purpose of Study 
The purpose of this study is to explore practices that allow community college 
ESL students to reflect upon why they are studying English, how they are using the 
language in their lives, and what methods they are employing, or should try to employ, to 
match their own particular learning preferences. Participants in this study published their 
experiences, thoughts, opinions and conclusions to personal blogs in order to share these 
encounters and revelations with others, feel more responsible for their own language 
acquisition processes, and see how their active contributions make a difference in their 
learning. According to Gass and Selinker (2008), learners who are determined to 
experience as many encounters as possible in an attempt to gain a grasp on their target 
language are more liable to achieve success in second language learning situations, so 
this blogging experience could add a new dimension of understanding and 
accomplishment to these students’ quest for English proficiency. 
Recent research has shown that web-publishing offers powerful support to the 
English language learning process in terms of strengthening writing skills (Eastment, 
2005; Johnson, 2004; Jones, 2006; Read, 2006), for promotion of collaboration and 
community (Campbell, 2004; Godwin-Jones, 2003; Huang, Jeng, & Huang, 2009; 
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Kárpáti, 2009; Leslie & Murphy, 2008; McCarty, 2008; Rasulo, 2009; Redekopp & 
Bourbonniere, 2009), and in various other capacities as a learning tool (Campbell, 2003; 
Downes, 2004; Kraemer, 2009; Shin, 2009; Ward, 2004; Xie & Sharma, 2004). Overall, 
this study aims to find out if the practice of publishing thoughtful insights to blogs about 
personal journeys with English learning can help students more carefully consider and 
become more aware of their own second language learning development. Since these 
blogs will be seen not only by their teacher, but by fellow classmates and others alike, I 
believe that students may more carefully think through their own beliefs, attitudes, 
motivations, and goals concerning English acquisition and use, therefore gaining more 
valuable knowledge about how they individually learn and how they can actually 
improve their learning for both present and future–thus offering one possible answer to 
the age-old, often heard question from student to teacher: “How can I improve my 
English?” The specific research objective for this study is to explore how publishing 
thoughts about language learning experiences to personal blogs impacts community 
college ESL students’ metacognitive awareness of their own language acquisition 
processes. 
Statement of Problem 
My personal teaching experiences in college ESL over the years have shown me 
that second language students often lack the tools and strategies necessary to better their 
English and to transfer what they learn in the classroom into authentic real world use of 
the language in their daily lives. This lack of knowledge about how to learn, of course, is 
not a problem exclusive to second language learners; however, not having skills in 
learning how to learn can greatly affect non-native English speakers in their pursuit to 
master the language. This combined with culture shock from their new environment and 
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anxiety over communicating in a new language can noticeably impair their abilities to 
thrive in their new home (Gass & Selinker, 2008). 
Process Orientation, or focusing on how something is learned (process) as 
opposed to focusing only on what is learned (product) requires recognition of and 
reflection upon the powers of learning strategies, language learning strategies (LLS) in 
particular (Oxford, 1990). Students and teachers alike can overlook the importance of 
these skills or feel that they do not belong in the same classroom where the target 
language is being presented and that integrating them would just take away from the 
limited time necessary to get through the content curriculum (Rubin, Chamot, Harris, & 
Anderson, 2007). 
For many educators, the pressures of time discourage the desire and/or ability to 
incorporate new and useful objectives into the curriculum. Consequently, however, time 
spent teaching grammar rules, new vocabulary, writing approaches and the like can all be 
for naught if students are merely concentrating on taking tests and passing the class as 
opposed to aiming for ways to achieve a deep understanding of the target language and 
gaining the ability to put it to use (Rubin et al., 2007). Research has shown that the 
practice of metacognitive strategies in conjunction with that of cognitive tactics (i.e., both 
product and process being taught side-by-side) within a course curriculum is believed to 
be critical to successful language learning (Anderson, 2002, 2005; Rubin et al., 2007; 
Wenden, 1998). As Nunan (1995) suggested, language classrooms need to have a dual 
focus by not merely teaching the content of the target language, but by simultaneously 
including the promotion of student awareness of learning processes as well. 
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Another reason why LLS are often not included as part of the language learning 
curriculum is that many experts can not agree on a definition of what a language learning 
strategy is, let alone on which ones work best or are most effective (Gu, 2003). This 
makes the teaching, learning and use of these approaches troublesome at best. It is more 
frequently through trial and error that students and educators hit upon acceptable tools for 
incorporating these strategies–if they are attempted at all. Educators can often eliminate 
opportunities for students to work on learning strategies as a result of the unclear nature 
of their development and implementation. However,  it has been found that when 
teachers help students attain self-awareness of how they learn best as well as a means by 
which to get the most out of their learning, students’ language learning efficiency and 
success both in and out of the classroom are greatly enhanced (Oxford, 1990). 
Significance of Study 
This study aims to add valuable content to current literature on best practices for 
the teaching of ESL by exploring the use of technology, specifically blogging, to help 
students think more deeply about their experiences with English acquisition processes 
and their goals for present and future learning. Although research has been done 
concerning blogging’s effects on non-native students’ writing processes and writing 
quality (Eastment, 2005; Johnson, 2004; Jones, 2006; Read, 2006) and on collaboration, 
community and social networking (Campbell, 2004; Godwin-Jones, 2003; Huang et al., 
2009; Kárpáti, 2009; Leslie & Murphy, 2008; McCarty, 2008; Rasulo, 2009; Redekopp & 
Bourbonniere, 2009), more needs to be done specifically on the efficacy of having an 
online presence through blogs in order to promote deeper self-exploration of English 
learning methods and how this encourages students’ motivation to find their preferred 
LLS. 
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The results of this study will be of interest and value to both second language 
educators and learners who would like to use technology in their efforts to discover better 
language learning awareness through effective strategies, as well as to researchers in the 
areas of emerging technologies and language studies. Since it is a relatively new and 
certainly ever-changing field, there is yet plenty to uncover concerning the use of 
technology within the world of second language acquisition. 
Overview of Methodology 
This study will adhere to a qualitative research design within the realms of human 
science, specifically phenomenology and hermeneutics (Van Manen, 1990). Qualitative 
research methods permit the gathering of data on intricate human behavior in natural 
settings that can be very difficult, if not impossible, to obtain through use of quantitative 
methods. Qualitative research methods are fitting for this study due to the fact that they 
allow for deep description, offer a holistic view, and lend themselves to more flexibility 
than quantitative methods do (Creswell, 1994). Phenomenology and hermeneutics 
complement the qualitative methods in that they work together toward exploration of 
such non-objective phenomena as human behavior, but still retain the scrutiny and 
impartiality of scientific methods (Gadamer, 1989; Heidegger, 1962, 1982; Husserl, 
1963, 1989, 2001a, 2001b; Van Manen, 1990). 
This proposed research design will lend itself well to the goals of this study which 
are to better understand the challenges faced by community college ESL students and 
their lived experiences in trying to learn their target language and to hopefully help them 
break through these deterrents. The setting where this study takes place is that of the 
English as a Second Language Program at Pasadena City College in Southern California. 
The population for this study is made up of those students enrolled in this program, with 
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the target population being the students who were in the researcher’s Fall 2010 sections 
of an intermediate ESL grammar and writing class that was paired with an “ESL Learning 
Through Computers” class. The sample consists of those students from the target 
population who were of Chinese descent (since they made up a majority of those enrolled 
in these classes). It is assumed that all participating students were appropriately placed in 
this intermediate level pair. 
The data for this study comes from two pre-existing sources: directed student 
blogs and instructor field notes. A formal coding process appropriate for hermeneutic 
phenomenological studies will be used to analyze both data sources. 
Conceptual Foundation and Definition of Terms 
Existing research about learning processes and specifically those for language 
learning provides the foundation for this study. In addition, literature about instructional 
strategies enhanced with the continuing evolving technological advances provides further 
support.  
Below is a list of terms central to the areas of focus of this study. They are 
grouped into the main categories of this research: language learning, learning processes 
and technology. 
Language learning. Language learning terms that appear in this study include: 
• Authentic language (also known as real world language) is language that 
adheres to the norms of the target language and which has a purpose that is 
consistent with these conventions (Stiefvater, 2003). 
• English as a Second Language (ESL), also referred to as English to Speakers 
of Other Languages, or English for Non-native Speakers, is that English 
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which is being studied by a person whose first (native) language is not 
English. 
• Native language (NL), also known as L1 (first language), is the language one 
learns first as a child as opposed to an L2 (second language) which can be 
acquired after one’s native language is established (Gass & Selinker, 2008). 
• Second language (SL) refers to a language that one is learning or has learned 
after his first (native) language is already established. This second language 
can also be referred to as L2 and is distinguished from a foreign language 
(FL) in that the second language has “social and communicative functions 
within the community where it is learned” (Oxford, 1990, p. 6). 
• Second language acquisition (SLA) is the learning of a language beyond that 
of one’s native tongue (Gass & Selinker, 2008). 
• Target language (TL) refers to the language a learner is attempting to acquire 
(Gass & Selinker, 2008). 
Learning processes. Terms related to learning processes that are incorporated in 
this study include: 
• Language learning strategies, or language learner strategies, (LLS) are the 
effective actions a language learner takes to expand his learning abilities 
(Oxford, 1990). 
• Learning styles (or learning preferences) are defined by Stewart and Felicetti 
(1992) as those conditions which allow a student the most likely possibility to 
learn best. They include but are not limited to visual, auditory and kinesthetic 
learning styles (advanogy.com, 2004). 
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• Metacognition is the conscious act of thinking about and monitoring one’s 
own cognitive processes in terms of memory and overall comprehension 
(Flavell, 1979). 
Technology. Technological key terms mentioned in this study include: 
• Blog, a contraction of the word Weblog, refers to an interactive personal 
website which is easily updateable and to which an author can instantly 
publish content to the Internet (Richardson, 2006). 
• Blog Assisted Language Learning (BALL) is the practice of using blogs to 
assist in the language learning process (Ward, 2004). 
• A Blogger merely refers to one who blogs.  
• Computer-Assisted Language Learning (CALL) is the general concept of 
learning a language by employment of computers (Beatty, 2003b). 
• Directed Blogging and Blogging are used interchangabley throughout this 
paper. Directed Blogging refers to blogging with a decided focus in 
assignments. 
Chapter Summary 
Adult ESL learners, who need to become proficient in English in order to be 
successful in this country, have in the past been offered limited means for acquiring their 
second language and therefore have often struggled with its real world use outside of the 
classroom. As an experienced instructor of community college ESL, I believe that the 
promotion of metacognitive abilities in these ESL students through use of directed blogs 
to publish personal language learning experiences can help them more carefully consider 
their learning processes and how they learn best. This will hopefully aid in conquering 
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their struggles against stagnation in the target language. The next chapter will take a look 
at the literature related to the topics of this study. 
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Chapter 2. Review of Literature 
Chapter 2 will present a review of the literature and general historical background 
information for each of the three main subject areas of this study: second language 
acquisition, educational blogging, and metacognition. It is no wonder that language 
learners can at times feel lost in their pursuits; there has been deep confusion throughout 
time over how to teach and learn language. 
History of Second Language Acquisition 
In order to understand where the study of second language acquisition is today, it 
is necessary to look at its complex and controversy-filled past. Although viewed as a 
relatively new discipline–and the formal study of Second Language Acquisition (SLA) 
essentially is viewed in that way–it is not, in fact, a new field as many believe. The actual 
learning of second and foreign languages has obviously been around for as long as people 
have had the need to communicate with and benefit from others who do not share their 
native tongue. In order to know where the field of SLA currently lies and where it is 
headed, particularly in terms of English language teaching and learning, it is important to 
look at its early origins and to explore the various beliefs and techniques which have 
molded it over time into what it is still evolving into today–an often debate-filled science 
concerning ever-changing perspectives on how to best teach and learn language. 
Early history. The recorded history of language teaching and learning goes back 
as far as Roman times, when the target second language was Greek (Swain, 1996). 
Beginning around 200 BC and forward, a Roman could only be considered fully educated 
if he had received schooling in both Latin and Greek simultaneously, as a bilingual 
education. Only the wealthiest of families could afford this luxury. By their having Greek 
servants or slaves at the family home, school aged children could increase their 
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proficiency in Greek by spending time with these native speakers and thereby practicing 
the target language with them beyond school hours (Swain, 1996).  
During the Middle Ages (400-1600), one finds that second language acquisition 
centered around Latin, primarily Latin for the clergy, some of whom–often bishops, for 
example–were highly educated and had attended universities abroad where they learned 
the language. Other less educated clergy members, such as vicars, who had minimal 
power in the church, learned the Latin elements of Mass and sacraments merely through 
rote memorization at a local monastery (Newman, 2001). Latin lasted as the international 
language until the early 1700s, when French, especially as the language of diplomacy and 
commerce, had taken a stronger hold as such (Price, 1985). 
The 18th and 19th centuries. French remained the unrivaled lingua franca for 
the next few centuries, usually noted as such from the 17th to the mid-20th Century. It was 
most commonly studied by the elite and used primarily in learned circles (Price, 1985). 
Use of the English language began to spread throughout the world during the 18th 
Century, both voluntarily and imposed, one result of the British Empire’s expansion 
(Marshall, 1998). 
During the 18th Century an approach to second language teaching known as the 
Grammar-Translation Method dominated SLA. This method had been around in one form 
or another since the classical languages of Greek and Latin dominated, which is why it 
was also referred to as the Classical Method (Chastain, 1988). It continued to reign as 
what was believed to be the most effective foreign and second language teaching method 
until the end of the 1700s, when opponents began to challenge it. The Grammar-
Translation Method’s proponents, primarily Ahn, Fick, Meidinger, and Ollendorf 
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(Howatt & Widdowson, 2004), upheld that foreign languages were best learned through 
drills, rote memorization, and direct translation–usually of literature–from one’s native 
tongue to the target language and vice versa (Howatt & Widdowson, 2004). There was no 
real emphasis on using language in real world settings with this method.  
Later in the 18th Century, according to Howatt and Widdowson (2004), 
questioning of both the teacher’s role and the teaching methods in SLA began to emerge. 
Up until this point, an instructor’s role, especially as demonstrated through the Grammar-
Translation Method, had been that of the authoritative and wise sage, regarded as the one 
who held the keys to knowledge and learning, if students were to merely listen and follow 
(Howatt & Widdowson, 2004). However, according to Howatt and Widdowson (2004), 
some scholars of this time, Jacotot being a main advocate, started to promote the idea of 
teacher as facilitator, there to aid and encourage learning, not just declare how everything 
should be done. With such thought starting to take root, it is of no surprise that opposition 
to the prevailing Grammar-Translation Method would also begin to emerge. The 
preliminary foundations for the Reform Movement of language teaching had been laid. 
The pre-reform movement. As the practical need for learning second languages 
grew in importance–the result of industry, commercial life and immigration–the need to 
look for more functional ways of teaching language also arose. Dissatisfaction over how 
second languages were being taught made it clear that the days of blind faith in the 
Grammar-Translation Method were gone.  Come the mid-1800s, some language experts, 
such as Gouin, Jacotot, Marcel, and Prendergast, were initiating a stray from the norms of 
the time (Howatt & Widdowson, 2004). Although this Pre-Reform Movement was 
scattered and never took hold as its own movement per se, the individual scholars and 
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language teachers involved paved the way for more significant changes that were to take 
place during the last two decades of this century (Howatt & Widdowson, 2004). Though 
none of these individual early reformers gathered real followings or founded solid 
schools of thought–or even ever teamed up with each other–the mere challenging of the 
status quo with the employment of new and different methods rattled the system and 
helped lead to the real change that was to come.  
Disillusionment with contemporary schools’ failure to meet people’s practical 
language learning needs, especially those of less educated immigrants, sparked ways of 
seeing language acquisition processes through different eyes (Howatt & Widdowson, 
2004). The association of second and foreign language learning with other branches of 
knowledge, such as with philosophy by Jacotot and psychology by Prendergast, and 
making comparisons with children’s native language acquisition processes, by Gouin and 
Prendergast, brought about new discoveries for SLA instruction (Howatt & Widdowson, 
2004). 
The reform movement. What is now known as the Reform Movement of 
language teaching took place during roughly the last twenty years of the 19th Century. 
Unlike its prior pre-movement, this era saw a banding of forces, cooperation for common 
goals, attraction of followers, and a surge in professional associations, societies and 
publications (Howatt & Widdowson, 2004). Phonetics, a new science at the time, played 
a major role in both theory and practice of the Movement and, by association, gave the 
field of SLA credibility as a valid discipline. This was largely the result of the 
involvement of four principal phoneticians, Viëtor, Passy, Jespersen, and Sweet (Howatt 
& Widdowson, 2004). 
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The Reform Movement started quite suddenly with the publication of Viëtor’s 
(1882) Der Sprachunterricht Muss Umkehren! (Language teaching must start afresh!) 
pamphlet . It was founded on three main principles which were very different from those 
of the Grammar-Translation Method: “the primacy of speech, the centrality of the 
connected text as the kernel of the teaching-learning process, and the absolute priority of 
an oral classroom methodology” (Howatt & Widdowson, 2004, p. 189). In lessons, 
speech and correct pronunciation were stressed first and foremost due to the focus on 
phonetics and concern among teachers over inclusion of authentic language. The use of 
forced grammatical examples to demonstrate the target language was also evident. 
Translation to and from mother tongue–the previously embraced method–was to be 
avoided as much as possible, if not directly banned (Richards & Rodgers, 2007). 
Sweet, a reputable phonetician, designer of an applied linguistic approach to 
language teaching, and author of The Practical Study of Languages (Sweet, 1899)–a 
classic work of the Reform Movement–was concerned with finding the most efficient and 
economical way to learn language and felt that phonetics was the key. Even more 
interesting in retrospect, however, was his view of the partnership between linguistics and 
psychology–no one before him had explored this to the same depth. Sweet also adhered 
to associationism, a dominant theory of psychology at the end of the nineteenth century, 
which proclaimed that “the learner’s central task was to form and maintain correct 
associations both between linguistic elements within the language, and between these 
elements and the outside world” (Howatt & Widdowson, 2004, p. 203). The older rote 
memorization methods were being displaced by the need for meaning and authenticity in 
language, but there were still disagreements over how to achieve this. 
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The natural method. Also referred to as the Direct Method, the Conversation 
Method or the Communicative Approach, the Natural Method was popularized–
especially for adult learners–in the last half of the 1800s, the best-known proponent of 
this method being Berlitz. Unlike the Reformers’ more logic driven approaches, the 
underlying philosophy of the Natural Method is that language learning is not a process 
which is rational or which can neatly be organized and compartmentalized into a clear 
step-by-step order (Richards & Rodgers, 2007). This method reflects the belief that 
language acquisition is intuitive and innate in humans, given the proper conditions; those 
conditions being: someone to talk to, something to talk about, and the desire to be 
understood. The basis of this method was interaction through meaningful, authentic, real 
world communication (Sauveur, 1874), with the most essential rule being no translation. 
In fact, this method got its name because meaning is supposed to be conveyed directly in 
the target language with no reference to the students’ native language (Diller, 1978).  
Berlitz Schools sprang up everywhere to meet the common language learning 
needs of common people. In the United States, the end of the century saw a huge influx 
of immigrants from all over Europe. Most of them were ordinary or even poor people 
coming in search of a new life. They were not all educated, so the existing school system 
did not cater to their needs (Howatt & Widdowson, 2004). They needed survival English 
in order to get by in the everyday life of their new environment. Berlitz answered this 
need with his Direct Method language schools, where all instructors were native 
speakers, no translation was allowed, oral work was emphasized, and detailed grammar 
explanations were to be avoided (Howatt & Widdowson, 2004). The realization of the 
importance of reaching ordinary people and their basic second language needs had taken 
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root and the Natural Method has survived well past this late 19th century period in 
language learning history. 
20th century English language teaching and learning. If there are two 
overriding themes in 20th century SLA studies, they are: (a) the emergence of English 
Language Teaching (ELT) as an autonomous and distinct profession, and (b) the 
overwhelmingly rapid spread of English as a world language. Other standout events and 
circumstances which significantly affected English teaching and learning during this 
century include the two World Wars and their aftermaths, the rising rate of movement 
around the globe due to emigration and improved transportation, and the introduction and 
omnipresence of technology in people’s everyday lives later in the century. 
Becoming a true profession. From the turn of the century until the First World 
War, due to the lack of any strong or well-defined professional fraternity, those teaching 
English abroad were relatively isolated, with little if any support from or contact with 
others experiencing their same situation. Ad hoc devices and trial and error methods were 
common among these instructors in the classroom at this time. The profession of teaching 
English to non-native speakers was scattered and lacking a true feeling of connection 
among colleagues who could have potentially shared similar goals (Howatt & 
Widdowson, 2004).  
But that was about to change with a handful of what became classic ELT 
publications, especially those by Palmer (1917, 1921a, 1921b), an English as a Foreign 
Language (EFL) instructor who later became the Linguistic Adviser to the Japanese 
Ministry of Education, and Hornby (1954; Hornby, Gatenby, & Wakefield, 1963), 
another prominent figure in language teaching and applied linguistics at the time 
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(Richards & Rodgers, 2007). Their writings sparked the catalyst for change to this 
dilemma and helped lay the foundations for the development of ELT as its own 
independent and known profession.  
In these writings and through their experiences, Palmer  (1917, 1921a, 1921b) and 
Hornby (1954; Hornby, Gatenby, & Wakefield, 1963) took advantage of the recently 
developed resources of “systematic approaches to the lexical and grammatical content of 
a language course . . . and . . . worked to create a comprehensive methodological 
framework for the teaching of English as a foreign language” (Richards & Rodgers, 
2007, p. 38). By doing so, they, among other language specialists, were able to set a trend 
for more practical teaching methodology of the English language (Howatt & Widdowson, 
2004). 
Around this same time, while working on a policy report for English teaching, 
West (1926), an educationalist and teacher trainer working in Bengal, made a clear 
distinction between learning a foreign language and learning a second language . 
Palmer’s, Hornby’s and West’s contributions lead to EFL and ESL joining forces to form 
a unified profession which would later–after World War II–come to be labeled as ELT 
(Howatt & Widdowson, 2004). Thus were what most see to be the beginnings of a 
recognized ELT vocation. 
English becoming lingua franca. The desire and/or needs of people from all 
backgrounds and from all around the world to learn English increased exponentially as 
English spread and eventually took over French as lingua franca. What is viewed by 
many as a turning point for English was the fact that the Treaty of Versailles at the end of 
World War I was written in both French and English. And later with the end of the 
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Second World War, the United States had become a world power. The economic and 
cultural influence that the U.S. possessed made the need to learn English more pressing 
around the world (Richards & Rodgers, 2007). 
The demands to learn English had become strong, even before the World Wars, as 
more and more people, both emigrants and refugees alike, were relocating themselves 
around the world and this, in turn, lead to the need for more English for Immigrants 
classes–as they were often referred to for quite some time–to be offered for both adult 
and younger language learners (Howatt & Widdowson, 2004). Questions and disputes 
arose over how to best serve these newcomers’ needs. One development at the time, the 
publication of Ogden’s Basic English, which used only 850 words with a few grammar 
rules (Ogden, 1930), seemed brilliant to some and disturbing to other more orthodox 
teachers of the time like West (Howatt & Widdowson, 2004).  
Thus the tradition of disagreements over best methods and approaches for SLA in 
general, and for EFL and ELT specifically, continued throughout the century and still 
exists today. Below is an overview of prevalent language teaching methods by decades 
throughout the 1900s and beyond.  
Early 20th century: the Direct Method. The Grammar-Translation Method began 
falling out of favor near the end of the 19th century, chiefly as a result of the Reformers’ 
support of naturalistic principles of language teaching and learning–the belief that second 
languages could best be learned in the same manner that one’s native language was 
learned. They embraced what became known as the Natural Method, a method which 
upheld the benefits of a monolingual (target language) approach to teaching without 
translation. Demonstration was to replace lengthy explanations and grammar was to be 
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taught inductively to students (Howatt & Widdowson, 2004). These natural principles 
laid the foundation for the Direct Method. 
The Direct Method was extremely successful in commercial language schools 
(where, consequently, motivation to learn English was very high for the paying 
customers), despite reformers’ criticisms. Opponents to the Direct Method proclaimed 
that it “lacked a rigorous basis in applied linguistic theory” (Richards & Rodgers, 2007, 
pp. 12-13). They also believed it was counterproductive in that, for example, teachers 
would have to go to great lengths to avoid using the students’ native language when at 
times a brief explanation would have been more efficient (Richards & Rodgers, 2007). 
Due to the tedious nature of the techniques and restricted time available in a school day, 
the Direct Method of language learning never caught on in noncommercial schools, and 
by the 1920s American educators were encouraged by a government report to focus on 
reading of foreign languages as opposed to speaking (Coleman, 1929). 
Because of its lack of a strong methodological basis and less academic approach, 
the Direct Method eventually experienced a decline as the most widely used way to teach 
English. In the 1920s and 1930s, applied linguists decided to use the earlier Reform 
Movement’s principles in a systemized manner. This new direction led to the 
development of the Oral Approach (also known as Situational Language Teaching) in 
England and Audio-Lingualism in the U.S. (Richards & Rodgers, 2007). This also 
marked the start of the methods era in language teaching, where debates over how to 
effectively teach a second language ran amok and continue to do so to this day. 
Mid-20th century. A significant turning point in ELT came with the United States 
entering World War II. A unique language training curriculum, the Army Specialized 
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Training Program, was set up in 1942 to try to fill the need for people who were fluent in 
European and Asian languages. Conversational skills were the number one goal; 
therefore, an intensive, oral based approach was employed (Richards & Rodgers, 2007). 
This program was highly successful and convinced many prominent linguists of the 
power of this approach in foreign language learning. 
By the time World War II ended, the United States had emerged as a world 
“superpower.” As a result, demands to learn English greatly increased. Foreign students 
were flocking to the U.S. to educate themselves and this helped lead to an American 
approach to ESL known as the Audio-Lingual Method. The crux of this method involved 
learning a language by “intensive oral drilling of its basic sentence patterns” (Richards & 
Rodgers, 2007, p. 52) with repetition and practice makes perfect as its main foundations.  
Contrastive analysis also came into being in the U.S. at this time. With this 
method, similarities and differences in grammar and phonological patterns between a 
learner’s native language and the target language are identified and specifically 
addressed. By doing so, linguists believed that they could reduce the number of potential 
problems that come with learning a second language (Fries, 1945). According to Lado, 
(1957) the formulator of this method, “those elements which are similar to [the learner's] 
native language will be simple for him, and those elements that are different will be 
difficult" (p. 2). 
The Audio-Lingual Method served as most influential for language teachers well 
through the 1950s. With the incorporation of a heavy focus on linguistics, emerging 
psychological learning theory of the time–especially behaviorist psychology–and the 
nation’s increased attention to foreign language learning, this decade saw radical change 
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and the reevaluation of language teaching methods (Richards & Rodgers, 2007). 
Language experts declared their innovations in SLA to have transformed language 
teaching from an art into a science which was both more effective and more efficient than 
any way previously used (Richards & Rodgers, 2007). Behaviorists also proclaimed 
victory over cracking the code to the secrets of human learning with conditioning as the 
way for learners to “overcome the habits of their native language and form the new habits 
required to be target language speakers” (Larsen-Freeman, 2003, p. 35). 
The 1960s. Entering the 1960s, the Audio-Lingual approach began to lose favor, 
particularly due to its lack of results for learners who, more often than not, were unable to 
transfer the language learned in the classroom to real life situations in the real world (a 
problem that has followed second language learning throughout time and still exists 
today, including among many of the ESL students who took part in this researcher’s 
study). Yet another reason why loyalty to the Audio-Lingual paradigm began to subside 
was that Chomsky (1959, 1966a, 1966b), one of the most influential fathers of modern 
linguistics, sharply challenged the behaviorists’ approach to language learning, on which 
Audio-Lingualism had been based. Chomsky (1966b) wrote that “language is not a habit 
structure. Ordinary linguistic behavior characteristically involves innovation, formation 
of new sentences and patterns in accordance with rules of great abstractness and 
intricacy” (p. 153). His revolutionary ideas about how languages are learned, which were 
in line with nativist and cognitivist approaches of the time, included such concepts as that 
of Universal Grammar, the idea that all humans innately share universal grammar 
principles which exist across each language, and the Language Acquisition Device 
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(LAD), a specific part of the human brain that Chomsky proposed was responsible for 
language learning (Chomsky, 1966a). 
These ideas led to the development of Cognitive-Code Learning Theory, which 
put forward the concept that the learning of language is “a process of acquiring conscious 
control of the phonological, grammatical, and lexical patterns of the second language, 
largely through study and analysis of these patterns as a body of knowledge" (Carroll, 
1966, p. 102). This theory, advocated by such cognitive psychologists and applied 
linguists as Carroll (1966) and Chastain (1969), also gave attention to deep level structure  
(i.e., meaning of the sentences) in lieu of surface level structure, which the behaviorist 
approaches had focused on.  
While never leading to any particular language teaching methodology, Cognitive-
Code Theory was temporarily embraced as an alternative to Audio-Lingualism 
(Jakobovits, 1970; Lugton, 1971). All this change sent the world of SLA into a crisis of 
confusion with which many say it is still struggling today (Richards & Rodgers, 2007). 
It was also during this decade that SLA came forward as a serious field of inquiry, 
largely attributed to the development of modern cognitive science and its contributions to 
the area (Doughty & Long, 2005) and to the founding of TESOL (Teaching English to 
Speakers of Other Languages), a professional association for English language teachers 
in the U.S. (Howatt & Widdowson, 2004). 
The 1970-1980s. A result of educators’ questioning the way things had been 
done, the 1970s and 1980s were a time for great shifts in views on how to teach and learn 
language. There was a noticeable move away from grammar focus with a new focus on 
communication skills. The goal became competent use of authentic language outside of 
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the classroom environment, which had been greatly lacking (Richards & Rodgers, 2007).  
Being able to communicate required more than linguistic competence; it required 
communicative competence within a social setting (Hymes, 1971). Thus started the 
Communicative Movement along with its related approaches.  
The most prominent methods and approaches to ELT during this time period were 
the Silent Way (Gattegno, 1972), Total Physical Response (Asher, Kusudo, & De La 
Torre, 1974), Community Language Learning (Curran, 1976), Suggestopedia (now 
known as Desuggestopedia) (Lozanov, 1978), and the Natural Approach (Krashen & 
Terrell, 1983), all of which emphasized language learners as whole people with human 
needs (Larsen-Freeman, 2003). These Humanistic Approaches had a strong focus on the 
importance of authentic language for communication and social interaction. They 
incorporated ways to lower the affective filter that many adult learners experience when 
learning a new language by encouraging self-confidence and comfort, in an attempt to 
also mimic the natural way children learn language (Richards & Rodgers, 2007). 
Turn of the Century to Present  
The last few decades have witnessed new practices in the teaching methods and 
approaches to learning second languages in that what has become most important is not 
only a more humanistic way of teaching, but also a strong promotion of authentic and 
meaningful language use through communicative activities that reflect real world 
situations in line with learners’ needs (Richards & Rodgers, 2007). Using purposeful and 
meaningful language is seen as the key to learning--learning a language as a means unto 
itself alone is rarely, if no longer, considered acceptable for most. The goal for language 
teachers to help language students achieve has become learner autonomy and 
accountability, especially while interacting with each other on common tasks (Richards & 
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Rodgers, 2007). Language is seen as whole in terms of the necessity to integrate its parts-
-reading, writing, speaking, and listening--holistically in the learning experience, as 
promoted by Whole Language instruction, which had caught on in the 1980s (Rigg, 
1991). 
Though most teaching trends of this time focus on the importance of 
communication, two that stand out as placing the most importance on this are 
Communicative Language Teaching (CLT) and Cooperative Learning. CLT, which 
originally started in the 1970s, aims to solve the common problem of students being able 
to produce language accurately during lessons, but not being able to use it in order to 
genuinely communicate outside of the classroom (Larsen-Freeman, 2003). True 
communication requires more than merely linguistic competence, but calls for 
communicative competence as well. Learning to perform certain social functions 
appropriately, as in knowing what to say to whom and how and when to say it in specific 
situations is essential (Larsen-Freeman, 2003). 
Cooperative Learning (also referred to under the umbrella of Collaborative 
Learning) encourages language learning through communicative participation and 
interaction within a learning group (Johnson, Johnson, & Johnson-Holubec, 1988). 
Students are accountable for both their own learning and for the learning of their peers–
they learn from each other and through pair- and group-work, as well (Jacobs, 1998). 
Again, as common for the day, natural and purposeful communication within a small 
collaborative community of learners is the key to success (Richards & Rodgers, 2007). 
Other current teaching approaches which aim to prepare ESL students for dealing 
with real world situations in line with their daily needs are that of Content-Based 
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Instruction, Task-Based Language Learning (TBLL), and Project-Based Learning (PBL). 
With Content-based Instruction, the idea is that the English language be learned as a by-
product of another discipline’s content, which is being presented in the class. In other 
words, non-native English speakers use English to learn about art history, science, or 
math, for example. Language learning is integrated with learning of other subject matter, 
often of an academic nature (Larsen-Freeman, 2003). As described by Krahnke (1987), 
Content-Based Learning is “the teaching of…information in the language being learned 
with little or no direct or explicit effort to teach the language itself separately from the 
content being taught” (p. 65). This, it is hoped, diminishes the artificialness of studying 
English as only a means unto itself and prepares students to live effectively through 
English use both inside and outside of the classroom (Brinton, Snow, & Wesche, 1989). 
Proponents of TBLL (also known as Task-Based Learning or Task-Based 
Instruction) profess that the best way to learn a language is for groups of learners to work 
together on common tasks. Through authentic and purposeful interaction in the target 
language, efforts at problem-solving while using that language as a vehicle inevitably 
lead to more meaningful language learning (Willis, 1996). This natural setting approach 
brings about more engagement and motivation on the part of those who are participating 
in it (Richards & Rodgers, 2007). It is believed that when faced with a common mission 
and/or the opportunity to exchange ideas and contribute to a group effort, learners invest 
more and take more initiative in their own learning process while seeing how real use of 
the language helps them meet their needs for the real world, as well (Green, 1993). 
Project-Based Learning involves student-centered use of in-depth projects to 
facilitate learning. Students use technology in order to inquire about and problem solve a 
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complex issue. Within the PBL framework, students collaborate in order to make sense of 
what is going on. The main idea of PBL is that real-world problems attract student 
interest and cause critical thinking as the students apply new knowledge within the 
context of the problem-solving assignment. Results of PBL projects are often presented 
publicly, such as on blogs for example, and are therefore open to public appreciation and 
critique. Teachers who strictly adhere to traditional educational methods tend to judge 
PBL as being ineffective as a core approach to teaching and learning and view it as a 
passing phase (Zhao, Pugh, Sheldon, & Byers, 2002). Numerous studies, however, have 
shown the success and validity of this approach in the classroom (Deci, Vallerand, 
Pelletier, & Ryan, 1991; Fredricks, Blumenfeld, & Paris, 2004; Katz & Chard, 1989; 
Penuel, Korbak, Cole, & Jump, 1999). 
Another movement that has taken hold at the turn of the millennium is that of 
recognizing and catering to the uniqueness of each student in terms of their own different 
strengths and learning preferences. Much research has been done on the effects of 
incorporating Multiple Intelligence theory (Gardner, 1983) into the ESL classroom with 
findings showing a positive relationship between its implementation and the advancement 
of language learning (Christison, 1996, 1999; Haley, 2001). Increased motivation and 
heightened abilities to reach students who may not have been engaging in prior class 
work were also seen to be results of including a Multiple Intelligence approach in 
language lessons (Christison, 1996, 1999; Haley, 2001). Language Learning Strategies 
are also of interest to this study and will be discussed in the Metacognition section of this 
chapter.  
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As can be seen, common themes for SLA instruction during the last two decades 
or so have been language authenticity, collaborative learning, learning preferences, and 
active learning based instruction, to name a few. Perhaps nothing has impacted language 
teaching of this time, however, as much as the widespread incorporation of technology 
has.  
The use of technology in education has a considerable history reaching back to 
the 1950s; this history includes educational radio, film, and television (Saettler, 1990). 
Eventually, of course, digital technologies and the emergence of personal computing took 
hold and finally the Internet and World Wide Web took over. In terms of language 
education, we have come a long way since the audio technologies that were once a 
cornerstone of language training. With the growth of the Web over the last few decades 
and with the constant availability of its Web-based tools, guaranteed access to authentic 
language resources of all kinds increases daily. Never before have language students had 
so many opportunities to practice their language skills both inside and outside of the 
classroom. Furthermore, research has shown that classroom practice which includes use 
of technology, is grounded in sound pedagogical reasons, and includes an understanding 
of the necessary relationship between content and technology can promote successful 
blending of that technology into the learning process (Mishra & Koehler, 2006). 
One form of computer based learning known as Computer Assisted Language 
Learning (CALL) has had a relatively long history in the world of language acquisition 
(Saettler, 1990). CALL offers a language learning approach where computers and 
computer-based resources such as the Internet are incorporated into classroom practice so 
as to present and reinforce that which is to be learned (Delcloque, 2000). After the 
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periods known as Behavioristic CALL (during the 1960s and part of the 1970s) and later 
Communicative CALL (during the late 1970s and all of the 1980s), we are now in the age 
of what is being called Integrative CALL. This latest period started in the 1990s and has 
had a strong emphasis on the integration of multimedia and the Internet (Barson & 
Debski, 1996). What used to be “essentially adaptations of traditional textbook exercises 
and did not take advantage of special features of the computer” (Beatty, 2003a, p. 19) is 
now defined by a more task-oriented model which promotes interactivity and opportunity 
for creative input by language students (Beatty, 2003a). 
While the behavioristic days of CALL relied heavily on drill and practice in the 
1960s and 1970s, and CALL in the 1980s was based on communicative approaches, 
trying to incorporate authentic language opportunities through use of technology 
(Warschauer, 1996), with the 1990s came true computer mediated communication. 
Students and educators alike could now use computers by way of the Internet to 
communicate authentically with each other and with others through discussion boards, 
instant messaging, and email, to name a few (Warschauer, 1996). Through the World 
Wide Web, students have nonstop access to information to match their interests. This 
time has also marked the starting point of the ability for anyone to publish content to the 
Web. This integrative stage of CALL has helped to create an environment where 
authentic and creative communication can effectively be integrated into all aspects of a 
lesson (Warschauer, 1996), and nothing exemplifies this powerful trend more than the 
use of educational blogging.  
Educational Blogging 
The Read-Write Web, which allows users easy creation of content through the use 
of online applications, took hold at the turn of this century and the possibilities for full 
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participation in and contribution to the Internet truly emerged (Richardson, 2010). One 
conduit to the Read-Write Web has become the blog. A blog is a type of online journal 
that users, known as bloggers, can update at any time (Matheson, 2004). Blogs offer a 
user-friendly interface that makes it simple for anyone to set up and maintain one without 
having to understand HTML or any sort of programming. Users can also easily add 
various kinds of files like pictures or audio to their blogs in order to enhance its 
appearance and functionality. Furthermore, a blog’s interactive state allows readers to 
respond with comments to anything that has been posted (Rodzvilla, 2002). The 
simplicity of claiming one’s Web space was quickly realized and personal blogs for 
creative expression and for sharing of personal experiences suddenly thrived (Lenhart & 
Fox, 2006). Due to all their advantages, the inclusion of blogs in education has not been 
overlooked. 
Blogging in general education. The implementation of the Internet and its 
technologies such as blogging has revolutionized classroom practices (Carlson, 2003; 
Wrede, 2003). Despite the fact that blogging is a relatively new trend, there already exists 
a wide variety of both student and teacher activities and materials that incorporate the use 
of blogs. Richardson (2010) suggests many benefits of blogging in the classroom which 
include, but are certainly not limited to, increased student confidence and motivation and 
a strong fostering of community among participants. 
One way that blogs are used to promote awareness of learning processes is in 
acting as online journals for learners. Journaling in and of itself has been proven 
beneficial in learning (Andrusyszyn & Davie, 1997; Blood, 2002; Loke, Wong, & Wong, 
1997; Powazek, 2002; Robbin, 2001). Writing about personal experiences helps students 
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think critically and gain clarity over assumptions that could be interfering with their 
learning (Griffith & Frieden, 2000). With blogging comes the introduction of journaling 
online and its public aspect offers the feeling of immediate publishing for an instant 
virtual audience (Kennedy, 2003). The act of journaling in a reflective manner, whether 
on paper or online, can help students become more actively involved in learning and can 
enable them to get a better grasp on their personal learning processes (Moon, 1999). As 
pointed out by Godwin-Jones (2003), blogs serve well as forums for journaling 
reflections about relevant daily life experiences. 
Blogging for ESL. As technology has flourished in the classroom, so too have 
blogs become a popular alternate and/or supplemental platform for language teachers and 
learners (Richardson, 2010). Blogs have lent themselves well to the needs of non-native 
speakers in several ways. First, one advantage is that they give students the opportunity to 
communicate without the inhibitions that can come with face-to-face encounters. The 
perceived distance that being online can allow helps these students feel less social anxiety 
(Roed, 2003), which is good for lowering their affective filters and helping them to relax 
more in their pursuit of the target language.  
Ward (2004) noted that language teachers need to prepare their students for 
communicating and participating in this online age we are now in. In so doing, they 
should not neglect blogging in the curriculum due to all the benefits it offers. One way to 
take advantage of this medium is to use it to enable students to look more carefully at 
their language learning experiences, processes and preferences by recording thoughts 
related to metacognitive discoveries in blogs. 
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Metacognition 
A prevalent trend which has gained a lot of attention from educators in general 
and from teachers of second languages as well, is that of utilizing metacognitive skills in 
learning, especially with focus on the different types of learning styles and preferences 
which students possess. Exposure to and practice with metacognitive strategies lead to 
more steady, long-term learning achievement (Carrell, Gajdusek, & Wise, 1998; Chamot, 
2004; Cohen, 2003; Tang & Moore, 1992). 
Metacognition, or thinking about one’s thinking and cognitions (Anderson, 2002; 
Flavell, 1979), is not merely a single simple concept, but a complex one (Dunlosky & 
Metcalfe, 2009) and is commonly grouped into three categories: metacognitive 
knowledge, metacognitive monitoring, and metacognitive control (Dunlosky & Metcalfe, 
2009). Metacognitive knowledge, or knowledge about how learning works and how to 
improve it, is related to people’s “declarative knowledge about cognition” (Dunlosky & 
Metcalfe, 2009, p. 2) and is described as including beliefs and facts about cognition that 
can be verbally stated (Dunlosky & Metcalfe, 2009). Metacognitive monitoring, which is 
known as the ability to evaluate the present state of a cognitive action, aids a person in 
judging how well they are understanding something that they are learning and can help 
someone know if they are reaching a solution to a problem or not. Lastly, metacognitive 
control, the regulating of cognitive activity to match the needs of specific situations, 
helps people decide when and where to use or change up a tactic in order to solve a 
problem. All three of these components work together to promote self-reflection and self-
awareness (Dunlosky & Metcalfe, 2009). 
History of metacognitive studies. Once questioned if possible to achieve at all, 
metacognition is now certainly a known entity in education, although a relatively new 
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term. In the late 1700s, Comte, a French philosopher who founded positivism, posed the 
quandary over how an organ (i.e., the brain) can both observe itself and be observed 
simultaneously (Nelson, 1996). However, as the concept of introspection took hold at the 
turn of the 19th to 20th centuries, the rebuttal that “for concurrent introspection to occur, 
just a portion of the mental organ was needed to look back upon itself” (Dunlosky & 
Metcalfe, 2009, p. 12) began to resonate with scholars. Later, but still in the first half of 
the 1900s, critics adhering to the school of behaviorism--Hull, Skinner, and Tolman, 
among others--argued that the idea of introspection was largely inadequate. Watson 
(1913) declared that consciousness, which he referred to as only analyzable through 
introspection, could not be studied experimentally or in any standardized manner due to 
its excessive subjectivity.  
The modern study of metacognition was put on the back burner throughout the era 
of behaviorism, which dominated through the first half of the 20th century, and did not 
reemerge as a legitimate research focus until the 1960s when the Cognitive Renaissance 
fostered a renewed interest in the mind and its inner workings (Dunlosky & Metcalfe, 
2009). The resurgence of metacognitive topics such as attention (Broadbent, 1958); 
imagination processes (Paivio, 1969); and memory (Atkinson & Shiffrin, 1968; Hart, 
1965, 1966, 1967; Mandler, 1967); not to mention the publication of three seminal books 
on mental process by Miller (1962); Miller, Galanter, and Pribram (1960); and Neisser 
(1967) were all influential in promoting cognition among educators of that time 
(Dunlosky & Metcalfe, 2009). 
The 1970s were witness to the true rise of the study of metacognition and were 
actually the beginning of the Metacognitive School of Psychology, during which time 
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controversies over the validity of research on metacognition were addressed by such 
prominent scholars as Brown (1978); Brown and Smiley (1977); Flavell (1970, 1979); 
Kroll and Kellicutt (1972); Lieberman (1979); and Newell and Simon (1972), with 
Flavell being the most influential of all (Dunlosky & Metcalfe, 2009). His landmark 
article Metacognition and Cognitive Monitoring: A New Area of Cognitive 
Developmental Inquiry (Flavell, 1979) helped set the stage for recognition of the 
importance of metacognition, especially in relation to the understanding of cognitive 
development and also defined the basic components of metacognition while offering 
many testable hypotheses for how they may actually develop (Dunlosky & Metcalfe, 
2009). 
Throughout the 1980s, psychologists such as Cavanaugh, Borkowski, and 
Perlmutter (1980; 1982) and Kluwe (1982) continued to refine the definition of 
metacognition, what mental activities it entailed, and how understanding could lead to a 
fuller comprehension of human behavior (Dunlosky & Metcalfe, 2009). Since the 1980s, 
researchers in many various domains–from psychology to child development–have 
adopted the metacognitive approach (Dunlosky & Metcalfe, 2009). One area that 
understands the value of metacognitive strategies is that of education.  
Metacognition and education. Being aware of one’s own thinking and learning 
is strongly directly tied to metacognition, and successful learners have more effective and 
more frequent use of this metacognitive awareness. Experience and interpretation of that 
experience guides meaningful learning; by revising an interpretation of an experience, 
one can attain new ways of thinking (Mezirow, 1990). According to Rollins (2007), in 
order that deep learning be achieved, learners need to discover their true meaning of a 
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situation and how that situation affects them personally. She also points out how essential 
it is for students to constantly explore their values, feelings, and past experiences in the 
search for understanding. 
There are three phases to ideal thoughtful and self-regulated learning, all of which 
involve the use of common metacognitive strategies. In phase one, also known as the 
forethought phase, learners set goals and plan which strategies to use in order to get 
where they want to go. They self-motivate and generate outcome expectations. During 
phase two, or the performance phase, students employ various processes like self-
observation to reach the goals they identified in the first phase. In the last phase, referred 
to as the self-reflection phase, learners reflect upon and evaluate the learning process and 
whether or not they achieved their expected outcomes (Zimmerman, 2002). The ability to 
consciously put this three-phase process into practice would greatly help many students 
who are struggling to learn English as their second language. 
Metacognition and language learning. The relatively new metacognitive field of 
Language Learning Strategies (LLS) began in the 1970s with the renowned article, What 
the “Good Language Learner” Can Teach Us by Rubin (1975). This field has since had 
somewhat of a controversial history in that it has been difficult for experts to agree upon 
what actually constitutes a learning strategy and which strategies are best for whom and 
for what situations. For example, some psycholinguists promote the idea that an L2 
learning strategy is a “specific plan, action, behavior, step, or technique that individual 
learners use, with some degree of consciousness, to improve their progress in developing 
skills in a second…language” (Oxford & Schramm, 2007, pp. 47-48). According to this 
perspective, a strategy is effective only if the learner can use it to achieve 
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“internalization, storage, retrieval…and greater learner autonomy…for the L2 tasks at 
hand” (Oxford & Schramm, 2007, p. 518). On the other hand, the sociocultural 
perspective on LLS points to society’s effects on the individual as the main impetus in 
second language acquisition. According to this viewpoint, an LLS is defined as a “higher 
order mental function…which the L2 learner develops with the help of a more capable 
person in a sociocultural context” (Oxford & Schramm, 2007, p. 48). 
Regardless of these disagreements, including metacognitive skills such as LLS in 
classroom practice can greatly improve the second language learning experience. Instead 
of merely focusing on the teaching of the target language and its grammar rules, language 
instructors should promote thinking about what happens during the language learning 
process. Use of LLS is a very important metacognitive skill and students who are more 
skilled in various metacognitive strategies have more success in the TL than other 
language students who are less skilled in these areas (Vandergrift, 2003). It is possible to 
instruct students of all language ability levels to accurately evaluate their own learning 
processes (Kruger & Dunning, 1999) and to become more metacognitively aware in 
terms of knowing what to do when they feel like they are struggling. The improvement of 
learners’ metacognition has been recommended by many a researcher of learning 
strategies (Anderson, 2002; Chamot, Barnhardt, El-Dinary, & Robbins, 1999; Rubin, 
2001; Wenden, 2002) and the use of metacognitive skills and strategies which allow for 
the planning, controlling, and evaluating of learning play a very central role in 
relationship to learning effectiveness (Graham, 1997). 
Chapter Summary 
This literature review chapter has served to unveil some of the history and 
background of the field of Second Language Acquisition, with all its passionate debate 
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and disagreements over how to teach and learn languages. We see that there are 
practically as many different approaches as there are languages. Current trends in SLA 
seem to have focus on authenticity and meaningful real world language, collaborative 
learning, active and student-centered learning, metacognitive skills related to 
understanding learning preferences and strategies, and last but not least, the huge impact 
of modern day technology and the Read-Write Web, which of course includes blogging. 
Research on blogging is still relatively in its infancy. In terms of existing 
research, there appears to be a number of studies on the use of blogs to aid second 
language learners in communication, the writing process, collaboration, and community, 
especially at the K-12 and university levels. Much research up to now has also been 
basically descriptive in nature–to define blogs and look into bloggers’ demographics 
(Gardner, 2005; Herring, Scheidt, Bonus, & Wright, 2004; Lenhart & Fox, 2006; 
Trammell & Ferdig, 2004), and according to Lee and Oxford (2008) although awareness 
of thinking and learning processes are of high importance in second language acquisition, 
few studies have been done on learners’ metacognitive awareness. Therefore, it is clear 
that more research on blogging for community college ESL students in terms of fostering 
their metacognitive skills and in order to understand their language learning processes 
more deeply would be of use. The following chapter will describe in detail the 
methodology of this research study. 
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Chapter 3. Methods 
This chapter discusses the research methodology, data collection and data analysis 
procedures that were used in this study, along with the rationalizations for employing 
them. Participants and setting are also among the topics to be described here. This 
research explored English as a Second Language (ESL) students’ thoughts on their 
language learning journeys. These thoughts were recorded in personal directed blogs by 
the students while they were in the researcher’s ESL classes during the Fall 2010 
semester at Pasadena City College (PCC) in Pasadena, California. Additional data was 
derived from field notes maintained by the researcher during the term while the courses 
were being delivered. The focus of the analyses and interpretation as a whole was on 
exploring ways for ESL students to become more aware of the ways they learn and for 
educators to have additional tools with which to promote students’ metacognitive abilities 
in studying and learning a second language. 
Research Purpose and Design 
The principal purpose of this research was to investigate community college ESL 
students’ metacognitive processing in terms of becoming aware of their language 
learning experiences by way of directed blogging. The objective was to explore how 
publishing thoughts on language learning experiences to personal blogs impacted ESL 
students’ metacognitive awareness of their own language acquisition processes. Since 
this study examined the behavior of human beings, it employed a qualitative approach, 
specifically that of hermeneutic phenomenological design (Gadamer, 1989; Heidegger, 
1962, 1982; Husserl, 1963, 1989, 2001a, 2001b; Van Manen, 1990). Using a qualitative 
approach makes more sense than a quantitative one in this instance as it is difficult, if not 
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impossible, to quantify human experiences, or lived experiences (Creswell, 1994; Van 
Manen, 1990), and human experiences are what are being studied here.  
Very generally, phenomenology refers to the methods used to acquire qualitative 
data about an experience or phenomenon, while hermeneutics refers to the methods used 
to analyze and interpret that data (Gadamer, 1989; Heidegger, 1962, 1982; Husserl, 1963, 
1989, 2001a, 2001b; Van Manen, 1990). This type of study is guided by exploratory 
design and the principles of human science, which are aimed expressly at presenting 
individuals’ lived experiences in context, ultimately so that others may examine and learn 
from their behavior (Gadamer, 1989; Van Manen, 1990), which is precisely what this 
study intended to do. 
One of the difficulties in qualitative studies is verifying the data (Creswell, 1994). 
One method often used to overcome this problem is the gathering of multiple information 
sources from various perspectives whose findings can then be used in triangulation to 
confirm and supplement each other (Creswell, 1994; Van Manen, 1990). Using two 
different data sources (the students’ blogs and the researcher’s field note observations) 
should have provided sufficient data to allow as objective and accurate a presentation of 
the students’ learning experiences as possible, as well as to validate any findings.  
When seeking to learn about the manner in which participants experience and 
attach meaning to a process, qualitative methods are best in that they allow for the 
discovery and emergence of new themes and points of view during the course of a study. 
Qualitative methods have a “common . . . goal of generating new ways of seeing existing 
data . . . [and] do justice to [participants’] perceptions and the complexity of their 
interpretations” (Richards & Morse, 2007, p. 30). 
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As noted, this study utilized a hermeneutic phenomenological approach. The 
ultimate goal of this type of study is not to draw specific conclusions or 
recommendations, but to gather together the experiences of individuals and present them 
in context so that others can come to their own conclusions.  
Qualitative research design. Qualitative research and exploratory design within 
the realms of human science acted as foundations in this research study. Together, they 
aided in the process of finding the most likely explanations for the observed problems 
faced by many ESL students as they get stuck and plateau in their English learning. 
Exploratory design is effective when looking at relatively new kinds of situations or 
combinations of elements within situations–such as those of this study on blogging, 
metacognition and second language acquisition–that little is known about so far and 
where not much similar research has been done to offer insight (Sekaran & Bougie, 
2010). Qualitative research methods are appropriate for natural settings since they allow 
for rich description, are interactive, humanistic, and flexible to unfolding changes in the 
process, and are well-suited to offering a holistic view of multifarious social phenomena 
(Creswell, 1994)–all characteristics that fit this particular study’s needs.  
Qualitative methods also allow researchers to obtain information about the 
variations of complex human behavior in context that would be difficult–if not at times 
virtually unachievable–through quantitative methods, which are useful for gathering and 
measuring objective, statistical data such as test scores or Likert scale surveys, for 
example, neither type of which were used in this study. Quantitative methods are not as 
suitable for capturing the essence of intricate and complex human behaviors and/or lived 
experiences as qualitative methods are (Creswell, 1994). 
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Overall, the research design for this study has been chosen in hopes that, through 
these methods, the findings will ultimately allow both educators and researchers alike to 
better understand the common problems associated with second language learners’ 
feeling lost in their English acquisition processes. It is also this researcher’s hope that 
second language instructors might benefit from the results of this study so that more of 
them will be able to achieve new clarity in relation to the reasons behind the problem, as 
well as gain insight into how to help students work through their impediments in ways 
that suit them best. 
Human sciences. Human science, the category of science under which this type 
of research falls, is a term used to refer to the examination of human life and behavior in 
order to gain a fuller understanding of the entirety of life experiences (Van Manen, 1990). 
Pioneered by such thinkers as Husserl (1963, 1989, 2001a, 2001b), Heidegger (1962, 
1982), Gadamer (1989), and Van Manen (1990), human science is a concept, or perhaps 
more of an approach, that allows for more flexibility than the rules of natural science 
allow. It acknowledges that a person’s life, his or her lived experiences, are more than 
what can merely be measured objectively. The human sciences are an attempt to allow 
for the existence of subjectivity in interpretations of human behavior (Van Manen, 1990). 
Phenomenology and hermeneutics work together within the context of human science to 
promote a methodology that can look at such non-objective phenomena as the behavior 
of human beings, but still maintain the objectivity of a scientific method (Gadamer, 1989; 
Heidegger, 1962, 1982; Husserl, 1963, 1989, 2001a, 2001b; Van Manen, 1990). 
Hermeneutic phenomenology. A hermeneutic phenomenological approach 
involves the process of gathering data related to the lived experiences of people going 
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through a phenomenon that the researcher wishes to understand (Ihde, 1986). Lived 
experience refers to a circumstance, condition or series of incidents that exist for 
someone but which cannot easily be measured quantifiably or described in terms of black 
and white (Gadamer, 1989; Heidegger, 1962, 1982; Husserl, 1963, 1989, 2001a, 2001b; 
Van Manen, 1990). The idea of the lived experience is one of the core concepts of 
phenomenology (Gadamer, 1989; Van Manen, 1990). In this case, the study’s content is 
focused on the experiences of several non-native English speakers studying this language 
in intermediate level ESL courses at a community college in Southern California. These 
experiences involve intricate details that are more complex than those which can be 
represented by statistical data alone. 
Different students have different backgrounds, which lead to different kinds of 
experiences–both good and bad–in their English learning encounters from both past and 
present. Through phenomenology, each student’s reflective descriptions of their own 
experiences can be recorded, analyzed, and reported so that other educators may use the 
information to understand the processes students report going through while attempting 
to learn and use English and what these experiences mean for them.  
While phenomenology is portrayed as the art of describing lived experiences or 
other human phenomena, hermeneutics is defined as the art of interpreting them 
(Creswell, 1994, 1998; Van Manen, 1990). As a study of the process of discovery, 
hermeneutics serves as a common form of inquiry used within phenomenology and 
allows for the process of analyzing and interpreting data which can not otherwise be 
objectively quantified (Gadamer, 1989; Heidegger, 1962, 1982; Husserl, 1963, 1989, 
2001a, 2001b; Lauer, 2004; Van Manen, 1990). It is a discovery-oriented approach to 
 45 
analysis and understanding of how individuals experience themselves and their world 
while offering a more flexible way of going about research without the confines of formal 
deduction or prescribed steps (Lauer, 2004), although specific and documentable 
processes are certainly required.  
Despite the fact that there are formal procedures to establish the processes that 
research takes, hermeneutic procedures are generally guided more by perspectives and 
questions, not governed by strict rules. As a result, researchers have more freedom to take 
multiple viewpoints on what is being investigated and, therefore, are more likely to 
uncover new associations which lead to new understandings and insights (Lauer, 2004). 
As a process of inquiry, hermeneutic procedures can also be described as starting with an 
awareness of a difficulty and then exploring that unknown, experiencing some 
subconscious incubation, and ultimately achieving illumination (Young, Becker, & Pike, 
1970). All characteristics described match the circumstances and needs of this study in 
that a noticed difficulty clearly exists (i.e., ESL students’ struggles with their language 
learning processes) and exploration of this problem will hopefully lead to eventual 
illumination of its underlying causes.  
Rational for chosen methods. The methods chosen for this research study are 
congruous with its goals given that the researcher was aimed at delving into selected ESL 
students’ lived language learning experiences within the context of a real classroom 
setting. A hermeneutic phenomenological approach was best suited for this particular 
study due to the nature of the sample being used, the type of research questions being 
asked, and the overall goals of the research. 
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This research study focused on examining community college ESL students’ 
language learning experiences, both past and present, for the benefit of other second 
language learners and teachers, and for helping both these groups to have a better 
understanding of the common predicament of feeling stuck in the process. The purpose 
was to achieve a better grasp of how college-level ESL students, specifically those from 
China, see their own English-learning journeys. Attempts to understand this phenomenon 
occurred by way of the researcher’s analysis of student directed blog entries recorded 
during Pasadena City College’s fall semester of 2010. The exploration looked at the ways 
that students viewed their own language learning processes in terms of preferred learning 
styles and strategies, past memories and present feelings about studying a second 
language, realizations of how they actually may learn best, and thoughts on how and 
when they use English–their target language–in authentic real world situations. 
Role of the Researcher 
My interest in looking at the challenges of English language learners comes from 
my own personal experiences as both an ESL teacher and as a second language learner. 
Since I teach ESL at a community college, I see firsthand the slow progress, or even 
stagnation, that many students get stuck in while enrolled in our program, and not always 
for lack of trying. The most common question ESL teachers hear from their students is: 
“How can I improve my English?” We see students come to class every day and sit at 
their desks, even score high on examinations, but still not be able to communicate 
proficiently with people in English.  
Many of these students have a history in their home countries of passive learning 
experiences where they have not been encouraged to put much introspection into their 
educational development. Students who take a passive approach to learning are less likely 
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to be successful in the classroom than active learners who perceive themselves to be more 
engaged with the lessons and, therefore, more motivated to learn (Benware & Deci, 
1984). If students do not attempt to take more of an active role in their learning, 
improvement in a second language can become very frustrating for them. It can also be 
frustrating for the teacher, who may feel that, despite all of her efforts, he or she is not 
making much ground. 
The second reason that I am attracted to this topic is because I lived abroad for 
three years in Japan and faced many of the same kind of problems that my students face, 
especially in terms of second language learning and use. However, I never felt as stuck as 
many of them seem to feel and have wondered why. I came to the conclusion that 
learning a new language is not as much a matter of intelligence or talent for languages, 
although those can definitely play a part in the process, as it is about being resourceful, 
feeling positive and recognizing responsibility for one’s own learning experience. 
According to Oxford (1990), learners should feel comfortable with taking responsibility 
in their language learning, and self-directed students gain more confidence and eventually 
more proficiency. I wanted to find ways to teach this type of thinking to my own 
students. 
Study Setting 
This study focused on students who were enrolled in the English as a Second 
Language Program at Pasadena City College during the 2010 fall semester. The semester 
lasted 16 weeks and took place from late August to mid-December of that academic year. 
All of these students were enrolled in sections of a paired class–one section each of ESL 
122, an intermediate grammar and writing class and ESL 459, an online ESL Learning 
Through Computers class–that were taught by the researcher, a tenured full-time 
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associate professor at that school.  
PCC is a community college in Pasadena, California, an ethnically diverse suburb 
of Los Angeles that has a population of close to 150,000, 45% of whom speak a language 
other than English at home ("Pasadena Statistics," 2010). This college was originally 
founded in 1924 and was known as Pasadena Junior College until it later merged with 
another junior college nearby to become Pasadena City College in 1954 ("College 
History," 2003). The mission statement of PCC is “to provide a high quality, 
academically robust learning environment that encourages, supports and facilitates 
student learning and success” ("Mission and Values," 2010). 
There are approximately 110 community colleges in California, 21 of which are 
in the Los Angeles area ("Community Colleges," 2010). As part of the Pasadena Area 
Community College District, which is the third largest single-campus community college 
district in the United States ("International Students," 2009), PCC offers both Associate 
in Arts (AA) and Associate in Science (AS) degrees in over 60 academic majors and 76 
vocational programs ("Institutional Planning and Research Office," 2009). According to 
fall semester 2009 statistics, there was a total enrollment number of close to 30,000 
(26,237 credit students and 3,502 non-credit students). The gender breakdown of all 
credit students was 47% male and 53% female with the non-credit percentages being 
36% male and 64% female ("Institutional Planning and Research Office," 2009). 
Solely looking at the entire PCC credit student population, of which participants 
for this study were a part, fall 2009 percentages in terms of ethnicity were 36.1% 
Hispanic, 29.8% Asian or Pacific Islander, 20.2% White, 6% African American, 4.9% 
Filipino, 0.6% American Indian, and 2.3% Other, with 2,441 students declining to state 
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("Institutional Planning and Research Office," 2009). As for residency status of all PCC 
credit students during that semester, 78% were listed as U.S. citizens, 15% were listed as 
immigrants, 2% were listed as refugee/asylee/parolee, 4% were listed as international F-1 
visa students, and the rest were listed as other or unknown ("Institutional Planning and 
Research Office," 2009). The number of foreign students enrolled in the fall 2009 
semester was 1,100 ("Institutional Planning and Research Office," 2009). 
Table 1 
Pasadena City College Student Characteristics  
 Fall 2009 
Credit Students 
Fall 2009 
Non-credit Students 
Fall 2009 
Total 
 Count Percent Count Percent Count Percent 
Total Students 26,237  3,502  29,632  
Gender       
Male 12,336 47.3% 1,271 36.3% 13,560 46.0% 
Female 13,762 52.7% 2,228 63.7% 15,931 54.0% 
Unknown 139  3  141  
Ethnicity       
African American 1,439 6.0% 206 6.6% 1,632 5.9% 
Native American 140 0.6% 7 0.2% 146 0.5% 
Asian/Pacific Islander 7,083 29.8% 740 23.8% 7,787 28.4% 
Filipino 1,177 4.9% 20 0.6% 1,195 4.4% 
Hispanic 8,591 36.1% 1,553 50.0% 10,112 36.8% 
White 4,811 20.2% 512 16.5% 5,314 19.4% 
Other 555 2.3% 65 2.1% 1,256 4.6% 
Unknown 2,441  399  2,190  
Citizens/Immigrants       
US citizen 20,039 78.2% 1,587 59.9% 21,570 76.6% 
Immigrant 3,816 14.9% 695 26.2% 4,478 15.9% 
Refugee/asylee/parolee 376 1.5% 65 2.5% 434 1.5% 
International student 1,073 4.2% 33 1.2% 1,101 3.9% 
Other 314 1.2% 269 10.2% 581 2.1% 
Unknown 619  853  1,468  
(continued) 
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 Fall 2009 
Credit Students 
Fall 2009 
Non-credit Students 
Fall 2009 
Total 
 Count Percent Count Percent Count Percent 
Residency       
PACCD residents 7,940 30.3%   7,940 30.3% 
State residents 16,849 64.2%   16,849 64.2% 
Out-of-state 348 1.3%   348 1.3% 
Foreign students 1,100 4.2%   1,100 4.2% 
Note. Missing data reflects original table published by Pasadena City College 
("Institutional Planning and Research Office," 2009). 
 
Population and sampling plan. The population for this study came from PCC’s 
English as a Second Language Program, which consists of both a credit and a non-credit 
program. Credit classes take place on the main campus, while non-credit classes are held 
at the Community Education Center (CEC) campus, which is located in another area of 
the city. The credit program was designed to build students’ language proficiency levels 
in all four areas of listening, speaking, reading, and writing in order to ready them for 
non-ESL college level courses. All participants in this study were credit students. 
Demographics of PCC’s credit ESL students as collected for the 2008-2009 
academic year are as follows (see Table 2). 
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Table 2 
PCC ESL Department Student Characteristics  
2008-2009 
ESL Credit Students 
 Count 
Male 2,341 
Female 3,672 
Unknown 27 
Total 6,040 
African American 16 
Asian 4,284 
Pacific Islander 4 
Hispanic 362 
White 209 
Unknown 1,165 
Total 6,040 
 
Note: “Institutional Planning and Research Office,” 2010. 
 
The PCC ESL program is made up of five core courses, ranging from beginning 
to advanced levels (ESL 420, 422, 122, 33A and 33B), the two most advanced of which 
are transferrable to four-year schools. If a student has not taken and passed any college 
ESL classes prior to entering PCC’s program, he is placed into an appropriate level ESL 
class by taking the Levels of English Proficiency (LOEP) placement test, a test designed 
to measure English skills for students who are non-native speakers of the language 
("Assessment," 2006). Elective classes in such subject areas as reading, vocabulary, 
pronunciation, and speaking and listening, for example, are also part of the program 
("Languages Course Catalog," 2007). ESL Learning Through Computers (ESL 459) is 
one of the courses offered as an elective and focuses on students’ use of computer 
programs and the Internet as tools to use and practice English ("Languages Course 
Catalog," 2007). Students in this class participate in task-based assignments and projects–
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including the personal blog component related to this study–that are done as individuals, 
pairs and small groups throughout the 16-week semester. 
Target population. The target population for this study consisted of students 
enrolled in the researcher’s courses during the 2010 fall semester, who were all 
matriculating PCC students enrolled in credit ESL classes. They had either been placed 
there through the LOEP test or had passed the proceeding beginning level core course in 
order to move on to the intermediate level. Each set of paired classes taught by the 
researcher consisted of one Grammar and Writing Level 3 course (ESL 122) and one ESL 
Learning Through Computers course (ESL 459). Some demographic information on the 
students from the aforementioned semester is as follows: 
• Total students: 53 
• Total paired class sections: 2 
• Age range of students: 17-41 years old 
• Number of countries represented: 8 (China 39, Vietnam 6, Iran 2, Korea 2, 
and Algeria, Japan, Thailand and the USA [a deaf American Sign Language 
student] all with one student each) 
Sampling Techniques and Sample 
The target population was first stratified based on nationality, with China being 
the chosen country of origin for students. It was decided to narrow the focus of this 
research to Chinese language learners because there were not enough students of any 
other nationality to compose a fair representation (roughly 74% of the students were from 
China, whereas the next highest numbered group–students from Vietnam–only made up 
9% of the class total). Also, there are a variety of cultural differences in second language 
teaching and learning, so a single more homogeneous group would allow for more 
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consistency in results. There are also benefits to focusing on this particular ethnic group 
in that it is a group that makes up a noticeable portion of the population both within the 
PCC ESL program and the college as a whole; therefore, study results will be more useful 
to other local educators who work with ESL students. 
To gain a representative sample for study, 10 Chinese students were randomly 
drawn from the group of 39 Chinese students. The sampling of 10 students represented 
about 20% of the targeted population of 53 and 25% of the total number of Chinese 
students. This number provided a manageable number of blogs to analyze in depth for 
this study. 
Data Sources and Collection 
The data for this study came from two sources, both of which were pre-existing 
artifacts. This data consisted of: (a) the experiences of students from the researcher’s 
intermediate ESL classes at PCC as recorded and published online in personal blogs, and 
(b) the field notes which were related to the ESL 459 blogging assignments, the 
semester’s experiences, and the reactions of both the students and the instructor as 
recorded by the researcher. At the time the students enrolled in the researcher’s classes, 
they were made aware of the public nature of their online blogs and were informed that 
the blog entries could later be studied and/or presented by the researcher. A signed 
consent form was collected from the students indicating that their class activities may 
later be used in research or publication (see Appendix A). All students within the targeted 
population agreed and signed the form.  
Directed Student Blogs 
 Entries from 10 of the sample students’ blogs acted as a primary data source for 
this research study. These directed blogs were all published online as public domain 
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artifacts. All blog entries were from class assignments developed for the intermediate 
level group of ESL students who were enrolled in the researcher’s Fall 2010 classes. 
Students in these classes created and maintained personal online blogs where they 
posted all assignments throughout the semester. They were given ten assignments, with 
each being worth ten points. Points were given based on students following instructions 
and on evidence of showing careful thought and effort, not on correct grammar or 
spelling. One of the goals of the ESL Learning Through Computers class was to promote 
more relaxed English use and fluency and, therefore, hopefully increase students’ 
enjoyment for writing in order to express themselves. Except for the essay rewrite 
assignments, grammar, spelling, and compositional organization were not considered in 
the scoring of these directed blogging assignments since students often feel nervous and 
restrained when worrying about writing correctly in that way. It was the researcher’s 
desire that students spend their energies on creative and deep reflection instead and on 
trying to express their uncensored thoughts, “writing what [their] mind actually sees and 
feels, not what it thinks it should see or feel” (Goldberg, 2005, p. 9). 
The blogs also acted as a sort of e-portfolio for the collection of up to four essay 
rewrites on topics related to learning reflections. These rewrites were for in-class essay 
tests from the ESL 122 Grammar and Writing–Level 3 class, the other class involved in 
the researcher’s class pairs. Doing rewrites was always optional, with students having the 
chance to raise essay test scores by editing and publishing their papers if they chose to do 
so. All of these rewrites were included in this study and analyzed for content. 
The possibility of blogs helping ESL students to reflect more deeply on their 
language learning is important since many of them do not seem to realize how they learn 
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best, and therefore do not progress in their classes or overall in learning English, their 
target language. These students are often at a loss as to how to improve their studying and 
their English fluency in general. Using blogs, however, to get them to think about their 
learning preferences and processes, as well as simply to document their triumphs and 
difficulties might possibly help them in their quest to achieve proficiency. Various 
positive powers of blogging for ESL students have been well documented. Adding 
blogging activities to the ESL classroom curricula has proven beneficial in that it can be 
motivating, can help students’ thinking, and can positively affect attitudes toward 
learning and toward sharing of experiences with an audience of their fellow classmates, 
teachers, and anyone else who visits their blog (Campbell, 2003, 2004; Dieu, 2004; 
Godwin-Jones, 2003; Johnson, 2004; Jones, 2006; Kárpáti, 2009; Kelley, 2008; Kraemer, 
2009; Opp-Beckmann, 1999; Shin, 2009; Ward, 2004; Xie & Sharma, 2004). 
The aim of the blogging assignments involved in this study was to get students to 
think about their learning processes, styles, strategies and preferences–both past and 
present–especially in terms of their English learning. Of all the student blogs, 10 of those 
created by Chinese adult students were selected at random to be examined. Identifying 
information was removed from the selected blogs and each student was assigned a 
number for identification purposes.  Each blog had a word count ranging from 
approximately 1700 to 2500 words. 
Each directed blogging assignment’s instructions, given weekly or every other 
week over the 16-week semester period, were both posted on the instructor’s website and 
discussed in the face-to-face paired grammar and writing class, which met twice a week 
for a total of 5 hours per week. By both posting and discussing the blogging assignment 
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directions, the instructor could make as sure as possible that students understood what 
was being asked of them, and that questions and confusions–whether over technical 
matters, specific instructions’ details or language difficulties–could be addressed. 
Another benefit to taking advantage of our face-to-face class time was that students could 
have some time to discuss projects together, especially if they needed to collaborate with 
a partner or group or just merely wanted help from each other in general on an 
assignment. Posting instructions on the instructor’s website was also helpful in that 
students could refer back to them whenever they felt necessary if clarification was 
needed. 
Since the blogs were public on the Internet, both the students and instructor had 
access to them at any and all times. Each individual’s blog could easily be reached 
through an online portal where the instructor posted links to all classmates’ blogs. The 
students were sometimes required to leave comments on each other’s blog postings, but 
sometimes voluntarily did so as well. It has been found that exchanging comments and 
replies gives students a sense of audience and collaboration, which can be motivating for 
students in their learning (Jones, 2006; Kennedy, 2003; Opp-Beckmann, 1999; Stiler & 
Philleo, 2003; Ward, 2004). 
The blogging tool chosen for the classes was Blogger.com due to its overall user 
friendliness, its easy integration with other Google tools that students were asked to use 
for class, its resemblance to Microsoft Word’s word-processing functions, and the 
availability of free accounts. Blogger.com blogs also have many features that were 
useful, such as a convenient commenting tool, date and time stamps for each blogging 
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entry, and different graphical layout choices so that students could personalize the look of 
their individual blogs. 
Researcher Field Notes 
 The second primary source of data for this study was the researcher’s field notes.  
As an experienced instructor, my instructional practice has regularly included the 
recording of class activities throughout each semester. I record these activities in terms of 
a brief description of them along with an informal analysis of how successful I believe 
that they were. 
One advantage of using field notes to gather data is that if the researcher is 
intertwined with the participants–such as in this study where I was also the participants’ 
professor–she sees everything firsthand and her insights and/or concerns can be recorded 
efficiently and immediately as they are revealed throughout the study’s time period 
(Creswell, 1994). 
The field notes for this study were recorded throughout the 2010 Fall semester in the 
form of a journal that included the researcher’s thoughts (as professor) on students’ directed 
blogging assignments and experiences. In these notes, the researcher reflected upon the 
effectiveness of the blogging projects in terms of what seemed to work well, what did not seem 
to work well, how students reacted to what they were working on, and whether or not the 
proposed goals of each blogging assignment had been met, more or less, based on the 
researcher’s opinion. 
Field note entries were made at least weekly as well as at any time that a 
particularly noteworthy insight occurred. These notes were first recorded very casually, 
then rewritten in a more organized and chronological manner by actual assignment over 
the 16 week semester.  Miscellaneous related thoughts were included as seen pertinent. 
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First, there was a description of the instructions for each assignment, and then notes were 
added to explain how the researcher felt the assignment had gone in terms of students’ 
reactions and abilities to match the directions given and in terms of how well the 
researcher felt each assignment worked to help students reflect upon different aspects of 
their learning. Struggles and potential improvements for future were also copiously 
noted. 
Human Subjects’ Considerations and Study Approval 
This study’s application for Exempt research status was reviewed by Pepperdine 
University’s Institutional Review Board (IRB). The study met federal criteria for research 
considered exempt from full review since it involved a review of artifacts generated by 
adult participants who were not of a protected group (see Appendix B). The subjects were 
not exposed to any dangers and all of them were informed at the time of participating in 
the college courses of the possibility of subsequent research of their student work. Their 
identities will remain completely confidential with minimal possible risk should 
disclosure of any data ever happen to occur outside of the study place where it was 
collected. Last, only the researcher will have access to the data, which will be kept in a 
secure place for 5-10 years, as recommended by Richards and Morse (2007), as well as 
Seidel (1998).  
During PCC’s 2010 fall term, the researcher (who was also the professor of the 
participating classes) distributed consent forms to all ESL 459 students (see Appendix 
A). This form included mention of the researcher’s goals and intention to possibly use the 
students’ blogs in post-course research activity and/or professional presentations. Signing 
the consent form was voluntary, with students having the option not to agree to 
participate while suffering no negative consequences in the class or elsewhere. Students 
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were also informed that the professor was the only person who would be handling these 
forms and that their identity as potential study participants would remain completely 
confidential, with the signed forms not being linked in any way to the study’s data 
(Richards & Morse, 2007). All students chose to sign the consent forms. A copy of this 
form was posted online on the professor’s class website for future review by students if 
they chose to do so. All signed forms will be stored in a safe place, which is only 
accessible by the researcher, and will be kept for a period of seven years after this study 
has concluded.  
Data Analysis Methods and Procedures 
Data for this research came from the directed student blogs and from the field 
notes.  A coding process was used to identify standout topics and themes from each of 
these sources of data and repeated until accurate and reliable interpretation was achieved. 
Once the two sources were thoroughly reviewed and pertinent themes identified, 
comparisons between sources was made. The thematic analysis of all data will be 
presented in chapter four. 
Coding process. There is an accepted, formal coding process that has been 
developed for hermeneutic phenomenological studies (Creswell, 1994, 1998; Richards & 
Morse, 2007; Van Manen, 1990). It is cyclical and to be repeated during the data analysis 
process as many times as necessary in order to come up with reliable descriptions of the 
situation at hand. Researchers in the human sciences have outlined the guidelines used for 
this process and the several basic steps involved (Creswell, 1994, 1998; Richards & 
Morse, 2007; Van Manen, 1990). One way to describe this qualitative data analysis 
(QDA) process is in terms of the Noticing, Collecting, and Thinking Model (Seidel, 
1998). 
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1. The researcher gets a full description of the phenomenon being studied 
(Noticing). As professor of the participating students, the researcher was already familiar 
with the individuals involved due to having spent an entire 16-week semester working 
with each of them in the two sections of two paired courses. More detailed descriptions of 
personal experiences and reactions of both students and the instructor began to surface, 
however, during the first round of perusal of the data sources. 
2. The researcher finds poignant statements about the participants’ experiences 
in the collected data (Noticing). After the initial read through, all data was more 
carefully examined a second time, and basic themes and topics were listed as they were 
uncovered. This step was repeated several times so as not to miss any important elements 
of what was being looked for. 
3. The researcher groups the select statements into the identified themes and 
topics (Collecting). Individual statements from the data sources were categorized 
according to discovered themes and topics. Additional themes that perhaps had not been 
apparent during the first few read-throughs of the data were pinpointed, as well.  
4. The researcher reflects on the experience, process and discoveries so far 
(Thinking). Next, all data was reviewed in-depth once again. In order to “link [it] with 
information, topics, concepts, and themes” (Richards & Morse, 2007, p. 135), topic 
coding was used to analyze the data. Using this QDA process, passages of text were 
reviewed in order to find patterns that showed up and were related to different areas of 
metacognition in the language learning experience. 
5. The researcher creates a description of the possible meaning of the 
experiences (Thinking). A preliminary analysis of the categorized data was written up 
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and organized around each found theme and topic. This analysis was also repeatedly 
compared to the research objective of this study so as to keep findings focused on and 
pertinent to that specific purpose. Here, the goals were to make sense out of what had 
been collected from the data, look for relationships and patterns in the observable trends 
that had been found, compare and contrast key points in search of both similarities and 
differences, and make general discoveries about the issue being studied (Seidel, 1998). 
6. Steps 1 through 5 are repeated with a colleague in order to ensure reliability 
of interpretation. The findings from steps 1-5 were checked and crosschecked for 
consistency in relation to the research objective and with another colleague so as to aid in 
the credibility of the process and results (Miles & Huberman, 1994). 
Criteria for data. As mentioned earlier, this study attempted to explore how 
publishing thoughts about language learning experiences and preferences to personal 
blogs could affect ESL students’ metacognitive awareness of their own language 
acquisition processes. In order to determine the impact of directed blogging on this goal, 
the chosen 10 blogs were read, reread and coded according to steps 1-6 above in order to 
find common themes in certain criteria–specifically evidence of such things as: 
• memories and feelings from past and present language learning situations; 
• reflections upon ways they preferred to learn English; 
• self-evaluation of perceived strengths and weaknesses in their English 
learning; and 
• types of language learning strategies they were already employing and/or 
would like to start using. 
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As soon as all student blogging entries were sufficiently coded, further 
information related to those found themes was uncovered by analyzing the teacher’s field 
note entries in the same manner that had been used to analyze the student blogs. Criteria 
to look for this time included such areas of interest as: 
• Did the instructor feel that students seemed to grasp the aim of a given 
assignment and how may that have affected its outcome? 
• Did the instructor believe that students enjoyed certain assignments more than 
others and how may that have affected results? 
• Did the instructor think that students struggled more with some assignments 
than others and why may this have been so in terms of the goals of this study? 
Credibility of Study 
An essential element of good research is establishing credibility. To ensure the 
credibility and trustworthiness of this study, certain techniques that lead to both reliability 
and validity were implemented so as to assure the truthfulness and accuracy of results. 
Potential bias and error were also carefully considered, with attempts made to try to 
prevent their possible occurrence. 
Reliability and validity play a different kind of role in qualitative studies than they 
do in quantitative ones (Leininger, 1994; Lincoln & Guba, 1985; Maxwell, 1992; 
Sandelowski, 1993; Sparkes, 2001). According to Richards and Morse (2007), qualitative 
methods are “subjective, interpretive, and time and context bound, ‘truth’ is relative and 
‘facts’ depend upon individual perceptions” (p. 189). In qualitative research, validation of 
findings, or in other words, evaluating their accuracy, truthfulness and credibility, also 
does not hold the same meaning as it does in quantitative research, but is, of course, just 
as valuable and necessary a component (Kvale, 1989; Lincoln & Guba, 1985). The 
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strategies of triangulation of data sources and having a peer look over the data, as 
recommended by qualitative research experts (Creswell, 1994, 1998; Creswell & Miller, 
2000; Kvale, 1989, 1995; Lincoln & Guba, 1985; Richards & Morse, 2007; Van Manen, 
1990), were utilized for this study to help ensure its validity. 
No one source of information should receive serious thought without it being 
triangulated with others (Creswell, 1994, 1998; Creswell & Miller, 2000; Kvale, 1989, 
1995; Lincoln & Guba, 1985; Richards & Morse, 2007). Multiple data sources involved 
in this study (i.e., blog entries and field notes) allowed for this triangulation, and 
therefore led to more credibility for the findings. 
Furthermore, as mentioned, collaborating with a colleague who is not taking part 
in your study but is knowledgeable in the area can help unveil possible problems related 
to reliability and validity. This other person can scrutinize the data and findings for 
inconsistencies, confusing details, and/or unrealistic conclusions (Creswell, 1994). For 
this study, the researcher met regularly with a fellow PCC colleague who also teaches 
ESL and who recently completed her own dissertation for a doctorate in education. This 
interaction gave the researcher the opportunity to discuss and critique content and results 
as they unveiled themselves, while also leaving evidence (i.e., an audit trail) in the form 
of a record of events and decisions during the research process (Guba & Lincoln, 1989).  
Assumptions and Limitations 
Assumptions the researcher made for this study were that:  
• all ESL student participants were non-native speakers of English,  
• all students enrolled in the sampling classes were appropriately placed at 
the intermediate level, and 
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One of the limitations of this study includes potential language barriers that could 
have lead to misunderstandings of blog assignment instructions and/or explanations 
during the semester. Other limitations involve the fact that the focus is on no more than 
one ethnic group, Chinese; and that results were limited to just one community college’s 
ESL program and only one professor’s students–all at the intermediate level–within that 
program. 
Chapter Summary 
This chapter on methods discussed the qualitative and exploratory research design 
for this study. Qualitative research methods are fitting for natural settings–such as the 
classroom–due to their descriptive, flexible, and holistic qualities (Creswell, 1994), while 
exploratory studies are appropriate when research focuses on a relatively new 
phenomenon that few other previous studies have (Sekaran & Bougie, 2010)–such as the 
use of blogs to help community college ESL students with metacognitive awareness. A 
hermeneutic phenomenological approach focusing on human lived experiences also 
guided this study since it allowed for more flexibility and open discovery than the more 
stringent rules of natural sciences (Van Manen, 1990). 
In terms of the data collection and analysis procedures, data for this study was 
gathered from a small sample of college students of Chinese descent who were in the 
researcher’s Fall 2010 ESL classes. This primary data came from directed student blogs 
and teacher field notes. All of this data was coded and analyzed according to steps and 
methods recommended by Creswell (1994, 1998), Richards and Morse (2007), Seidel 
(1998), and Van Manen (1990). Procedures that were taken to ensure the credibility of 
this study were also noted. 
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Chapter 4. Results 
This study sought to examine the potential influence of directed blogging on 
metacognitive awareness of language learning processes for intermediate community 
college ESL students. As described earlier, for second language learners, the adverse 
effects of feeling lost in their quest for English fluency can stem partially, if not greatly, 
from a lack of introspection over the methods they employ in their attempts to master the 
language. They frequently have problems finding ways that could work better than the 
often unsuccessful ones they are currently utilizing. 
After a thorough review of the literature and consideration of the greater 
framework relevant to this topic matter, the research objective–to find if directed 
blogging as a Web-based interactive tool for publishing personal thoughts and insights 
could be an effective procedure to promote deeper thought concerning language learning 
processes–emerged as the focus for this research. This study looks at how blogging on 
the subject of thoughts on and practices of personal language learning and related 
experiences enhances metacognitive awareness of one’s learning processes and 
preferences, and how that could apply to ESL students becoming more conscious of their 
own second language learning development. 
This chapter presents the findings of the textual analysis of the student blogging 
assignments and instructor field notes. Ten directed blogging assignments, every other 
week or so, plus four essay test rewrites were given by the instructor throughout the Fall 
2010 semester at Pasadena City College in Pasadena, California. The ten sample students 
participated throughout the term and textual analysis findings for each of these 10 
students are presented below. Please note that any grammatical errors within the student 
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blog excerpts have intentionally been left in as they were posted by students. Students are 
identified with a numerical ID only. Reflections based on the instructor field notes are 
also included. 
Directed Blogging Assignment Results  
The 10 assignments are listed in Table 3 below, as well as the number of sample 
students who completed each of these assignments. At the beginning of the term, 10 
sample students were participating in the blogging, and all 10 remained in the course 
throughout the term until it ended. 
Table 3 
Blogging Assignment Participation 
Assignment 
number 
Title Number of students 
participating 
1 Three questions 10 
2 First experience learning English 10 
3 Comments 10 
4 Learning styles surveys 10 
5 Plans to use English on campus 10 
6 Practice essay 10 
7 Comments 10 
8 Daily English 10 
9 Daily English 10 
10 Blog evaluations  10 
Throughout 
semester 
Rewrites 10 
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Directed Blogging Assignment 1: Three Questions 
This first blogging assignment presented students with three questions concerning 
their English studies and usage: 
1. Why are you studying English? Explain with details. 
2. Do you use English very much when you're not in this class? Explain what 
situations you need to use it in. 
3. How do you feel when you use English? Are you sometimes nervous, 
comfortable, or...? Explain. 
These questions were meant to spark insight and metacognitive awareness into the why’s 
and how’s of students’ English learning and use. 
Reasons for studying English: Question 1. The first question was intended to 
promote deeper consideration on why a student had chosen to make the effort to learn 
English. Students’ answers about why they were studying English generally focused on 
the theme of the importance of English for both their daily lives and their potential 
success in their new home, the United States. English was often mentioned as the 
international language used throughout the world, but more common were comments 
which explained how English was necessary to excel or just to get by in their new 
environment. One student described her reasons for learning English as such:  
When I was young, I really hate studying English; nothing could be awful than 
studying English. When I was in high school, I realized the importance of 
learning English and why I should learn English. I clearly knew that . . . if I do not 
study hard, the day in America will be tough. (Subject #2) 
 
A few other comments demonstrated reasons for studying English that were not 
directly related to the students themselves. A couple of people revealed that they were 
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taking English classes because their parents thought it was important for them or in order 
to help their parents: 
If I don't studying English, my father will be lost in his life, just because he don't 
know any English. (Subject #7) 
 
My field notes stated that this question was useful in that it got students to truly 
think about something that many of them had been taking for granted. It was noted that, 
after the assignment, a number of students told me they had not been thinking about why 
they were learning English–they just figured it was something they had to do. 
Use of English in daily life: Question 2. The second question prompted students 
to consider the amount of English they actually use when they are not in their ESL 
classes. Most of the answers revealed that little English was used when not in class: 
[E]nvironment is the biggest hinder of learning English. Wherever place we are, 
there must be many Chinese speakers around us. We speak Chinese instead of 
English automatically, so we cannot practice English that much most of the time. 
(Subject #4) 
 
They explained that English had not been fully integrated into their lives, if at all, and 
that since Chinese was everywhere around them, it was hard to escape its convenience: 
We have not been made English into our lives. We like to watch dramas, read 
newspapers, and write down things in our native language. The only way we can 
conquer it is to change all of them to English and make our lives get connected 
with America. (Subject #7) 
 
Field notes stated, “Writing about this [topic] made many of [the students] realize 
how little they use the language which they are trying to learn–therefore, their progress 
may be quite slow.” As instructor, I also had hoped to promote the idea of thinking about 
English not as merely a school subject, but as something ESL students needed to both get 
by and to flourish in their lives here. 
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Feelings while using English: Question 3. The third question brought out a 
number of revelations about the difficulties in using English and the resulting feelings 
when students tried to use it in real world situations. Most stated that they felt some sort 
of discomfort. A common statement was that they felt apprehensive, especially due to the 
fact that native speakers could not understand them because of their Chinese accent. One 
student suggested that, despite her occasional troubles with the language, in order to 
improve her English usage, perhaps she should try not to worry about what other people 
think so much (Subject #3). 
Feelings about blogging for language learning. At the end of the semester, 
students were asked to evaluate the effectiveness of all the assignments they had done for 
their blogs. A common opinion about this first assignment was that it had been helpful in 
the pursuit for meaning in relation to their English studies: 
This assignment helped me because I can think of the reason why I learn English 
and how often I use English in my daily life. It can make me think a lot of 
methods how to speak English outside the class and have confidence to talk in 
English with the other people. (Subject #10) 
 
My field notes also proclaimed that, overall, assignment one seemed a useful first 
assignment in terms of getting students to tap into metacognitive processes in order to 
ponder where they stood with their English. I noted that it set the stage for introspection 
about students’ language learning processes and how to hopefully improve their English 
by paying more conscious attention to how they learn and use it. 
Directed Blogging Assignment 2: My First Experience Learning English 
For this second directed blogging assignment, students were asked to reflect upon 
their very first experience learning English. The vast majority reported on early formal 
school scenarios in China. Results were mixed between those who had good memories 
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and those who did not, though the positive recollections outweighed the negative ones. 
My field notes noted that the objective of this assignment–students looking at the 
foundation of their English learning and the ways they felt about it–would hopefully help 
them realize how their first experience could still be influencing the attitudes which they 
carry today about this language and learning it. 
Past negative experiences. Of those who described negative experiences, most 
mentioned an incompetent or boring teacher: 
My first experience learning English was boring. The class can’t speak anything 
in English. Most people like speaking Chinese, and the teacher teaches the 
English in Chinese. The English that he spoke sounds crazy. Sometimes I can’t 
understand what the English teacher is talking about. (Subject #7) 
 
Others remembered their first English learning experience as scary. They had been made 
to feel uncomfortable, ashamed, or afraid to make mistakes. Some students even 
mentioned receiving punishments for incorrect English used in class: 
Once, I had been ordered to answer [my teacher’s] questions, but I was so nervous 
that I could not calm down to answer what he asked me. So, I got a punishment 
which is recorded the question and answer for 25 times. That is really a big punish 
for me. (Subject #9) 
 
Overall, the students who reported unfavorable learning situations, mentioned that these 
experiences had been a waste of time, that they had left the class with little if any English 
having been learned, and/or that their bad experiences had made them dislike the 
language. 
Past positive experiences. There were a variety of positive memories mentioned 
for this assignment. Most were related, again, to the teacher and to the student’s feelings 
toward him or her. Mentions of interesting types of activities that their first teachers had 
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used, such as games, videos, fairy tales, singing, and multimedia, also ranked high in 
occurrence here. 
One student stated how learning English for his first time helped supplement his 
growing interest in American culture, which in turn complemented his interest in learning 
the language so he could learn more about the culture: 
I remembered English taught me some wonderful things about western culture . . . 
After my first English class, I learned a lot about the western world. I really 
wanted to learn more and more about United States culture especially and I could 
enjoy English for that! (Subject #2) 
 
Feelings about blogging for language learning. There was not one negative 
comment posted about this second assignment in the end of semester blogging 
assignment evaluations. One can not be sure if this happened because students were just 
trying to please the teacher; however, some negative comments were posted elsewhere by 
some students in their evaluations, so it seems believable that this assignment was a 
success for getting students to reflect upon their first English learning experience.  
Many students reported that this assignment sparked the pleasure of remembering 
their younger days and how the associated English learning events had been enjoyable: 
This assignment was useful and interesting. This can made me think of my first 
time learning English . . . . My English teacher helped me a lot in my English 
improvement so I liked it. (Subject #10) 
 
A smaller but noticeable number of others described this assignment as beneficial 
in that it had allowed them to learn more about writing processes in a relaxed situation: 
[This assignment] is very help my essay because when we do this the teacher 
explain very detail about how to written about good essay so I understand more 
how to do. (Subject #5) 
 
The field notes stated that, in general, this assignment appeared to have been a success in 
meeting its objective. 
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Directed Blogging Assignments 3 and 7: Comments 
For both assignments 3 and 7, students were asked to leave a comment by posting 
a question related to the preceding assignments on two classmates’ blogs. Common types 
of questions which students left tended to be more of the cut-and-dry variety, asking 
about basic specifics. When posting questions about the “First Experience Learning 
English,” common inquiries were, for example, where the school had been, what kind of 
songs they sang, or if they liked their teacher. When posting questions about the later 
“Plans to Use English on Campus” assignment, asking about what exactly they would do 
at the mentioned place on campus, or if they would continue to do these things in the 
future were common types of questions. There were few questions posted that delved into 
deeper, more thoughtful types of subject matter. A couple why and how questions leaned 
in that direction but these types were few and far between. 
Sharing and collaboration. Of those who expressed the ideas of sharing and 
collaboration in their evaluations of these two commenting assignments, the most 
frequent idea was that of getting to know classmates and their opinions better. More 
specifically, students mentioned that it was good to get another student’s feedback so 
they could know if their blogging entry had been understood. One student also mentioned 
he had related to one of his classmate’s first experiences of learning English. He also 
stated that he learned from both partners’ feedback as to the way he had written his post: 
I didn’t know how I wrote and the others understood [my assignment 2] or not. 
Followers can checked my mistakes in my essay. We can read the followers’ 
essay and share the happiness or sadness in the first time learning English.  
(Subject #10) 
 
For the comments on “Plans to Use English on Campus,” sharing and collaboration as 
being helpful were also common: 
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I love reading comment, because I could know if my writing is good or bad, and 
then I can improve it…I also could learn more about my friends. (Subject #6) 
 
Feelings about blogging for language learning. Reactions to these commenting 
assignments–both times–were mixed, with there being much fewer positive reactions to 
these two assignments than to other assignments. While some felt commenting had been 
useful for them, most others felt it had not been a valuable or enjoyable activity for 
various reasons such as that they felt uncomfortable commenting on a classmate’s blog or 
receiving comments from classmates if they did not know them well, that it had not 
helped them practice English enough because there were only a few short comments, or 
that they had not felt the need to put effort into these tasks because it had not seemed 
necessary: 
Honestly, this assignment did not helped me a lot. I just needed to make a 
comment for anything, so I did not really read their essay. (Subject #3) 
 
For these two assignments, my field note entries did not match the student 
evaluations well. Both were assessing the value of the assignment; however, while I had 
thought it to be a worthwhile student-centered undertaking in promoting, for one thing, 
deeper thought through community, my analysis that comments would be better thought 
out since they were published online did not, in retrospect, turn out to be true for a 
number of students, as seen by the example blog entry of Subject #3 quoted above. Also, 
I was under the often false impression that: 
[Students] could . . . realize the power of publishing in that assignments are not 
only seen by their teacher, but by anyone who visits their blog. This seems to 
cause a sense of pride in their work and more careful consideration of the ideas 
that they post . . .” (Researcher Field Notes) 
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Directed Blogging Assignment 4: Learning Styles 
For assignment 4, students were asked to take two online surveys–one about 
learning styles and the other about multiple intelligences–in order to gain an 
understanding as to which ones were a fit for them. After completing the surveys, they 
then posted their results on their blogs so as to remember them and reflectively think 
about how well suited they thought these findings had been for them. 
Feelings about blogging for language learning. Common positive evaluations 
of this assignment mentioned that the survey results could help them understand how to 
learn faster, more efficiently and more enjoyably. Some reported that they were surprised 
by the results, while others had predicted what the outcomes would be more or less. The 
idea of finding their strengths and weaknesses was also mentioned by a few: 
[These surveys] helped me to realize myself. I love to do these kinds of surveys. 
They let us know our strength and weakness. (Subject #4) 
 
According to my field notes, most of the students discovered something completely new 
about their learning and said they were excited to put this information to use in the future. 
Directed Blogging Assignment 5: Plans to Use English on Campus 
Assignment 5 asked students to venture onto campus in order to come up with 
new ways to practice English in their surroundings and then explain their experiences and 
ideas on their blogs. They were to identify three places (and not the predictable library or 
language lab) and briefly describe how they could use or learn English there. 
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Sharing and collaboration. One positive aspect mentioned by a few students in 
their evaluations of this assignment was that of enjoying working with their classmates 
for learning since this was a group project: 
The group work can make more conmeucations from other people. . . [and] . . . 
helped me improve a lot English skill and know more things about how to use 
English at our school. (Subject #7) 
 
The field notes mirrored this opinion by mentioning that a couple of students had 
posted that they benefited in their learning from the collaboration. Examples of this 
included getting more ideas about how to use English in new ways and finding ways to 
agree upon ideas through careful communication with group members in English. 
Feelings about blogging for language learning. Both field notes and student 
blog posts alike confirmed that this was not a popular assignment. According to my field 
notes, it had been a bit frustrating to try to teach the value of getting out of the classroom 
in order to find ways to practice English. In my notes, I explained that: 
The students didn’t really get the value of going around campus to find ways to 
use English (although it was of interest to me that, in general, they presented their 
assignments in a positive manner on their blogs). Maybe I need to spell out the 
goals better, or maybe it’s just not a worthwhile assignment. (Researcher Field 
Notes) 
 
Common student comments, such as the ones below, concurred with the field notes: 
This assignment did not help me . . . I firmly believe the best to learn English is to 
memorize . . . I am only willing to go to the [Learning Assistance Center] and the 
library. (Subject #2) 
 
[This assignment] did not help a lot in learning and practicing English. Because 
even we know that what place in the Campus can help us to improve our English, 
but honestly we won't really do that normally. (Subject #1) 
 
Directed Blogging Assignment 6: Practice Essay 
As a follow-up to the fifth blogging assignment, “Plans to Use English on 
Campus,” students posted practice essays on the topic of making plans to practice English 
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at Pasadena City College for their next assignment. Although many students had often 
spoken of how they did not enjoy writing, several mentioned that they appreciated and 
gained from this assignment, knowing that it was a necessary part of their college 
education to learn the writing process, and that posting essays on their blogs had been a 
pleasant way to practice this skill: 
The best way to learn is practice. When I write the essay on my blogger, I need to 
think carefully about my ideas and how to explain each idea. I always need to 
think ‘how’ and ‘why’ when I do the explanation part. (Subject #2) 
 
A few other students pointed out that not only had the online writing practice been 
good for them, but that the thinking about making plans to use English around campus in 
order to post them on their blogs had also been beneficial: 
It really needs some exercise to realize how to write in 3-paragraph essay, like 
practice to my blog. This topic also let me think about . . . how to use English 
efficiently. (Subject #9) 
 
This blog assignment helped me a lot because I could practice my writing skill to 
show on the internet. In addition, it was practical . . . it also made me think about 
[my plans to use English at PCC]. I would follow that in the future. (Subject #3) 
 
It was of interest to me, as recorded in my field notes, that although both the 
previous assignment (#5) and this assignment (#6) had been on exactly the same topic—
using English on campus—the students gave noticeably higher ratings to this essay 
writing blog assignment as opposed to the one where they were asked to describe leaving 
the classroom as a group in order to venture onto campus. I mentioned in my notes that I 
had felt that the reason was because they were still more content learning in the comfort 
and safety of the academic classroom setting and felt somewhat apprehensive of trying 
new, more non-traditional approaches to learning or using English in the reality of the 
outside world. 
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Directed Blogging Assignments 8 and 9: Daily English 
For assignments number 8 and 9, students were asked to record a brief statement 
daily reporting on something they had done that day to use, practice, or learn English and 
to include one thing, big or small, that they planned on trying to do the next day. All 
postings were to be about activities outside of school only.  
According to the field notes, my goal was to inspire and prompt incorporation of 
more English into their regular lives, or at least to help them realize how much or how 
little they were using the language when they were not in their ESL classes. Overall, this 
was a very successful and by far the most popular assignment completed in the semester 
as denoted in my field notes, student evaluations, and a later essay on the topic of useful 
blogging assignments. 
Feelings about blogging for language learning. Many students indicated that 
they had really thought about how to involve English more in their lives as a result of 
these “Daily English” assignments: 
This helped me to figure out how do you learn English in your daily life. I try to 
find some ways in learning English in the beginning of everyday. (Subject #9) 
 
One student wished that we had done this assignment throughout the entire semester 
instead of only during the two weeks that we did it, while another student spoke of the 
goal to continue the practice of posting this type of information each day beyond the end 
of the semester: 
I think I will keep writing every day even though this semester is end because I 
think it is a very good way to practice my English. (Subject #8) 
 
Common types of ways to use English that were posted included going shopping, reading 
books or magazines, talking with relatives who are good at English, watching movies and 
listening to music, among others. 
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Directed Blogging Assignment 10: Blog Evaluations 
For assignment 10, students were to write up a brief evaluation of each of the ten 
directed blogging assignments they had completed over the entire semester. They were 
instructed to explain whether each assignment had been helpful or not in thinking about 
their English learning processes and why or why not. 
On the whole, as reported in my instructor field notes, the students liked 
reviewing and evaluating all they had done in the ESL 459 class for this assignment. It 
helped them to see the big picture–see all they had accomplished and how they had 
progressed over the semester. Students’ blog entries reflected the same: 
There are many projects we have done, it is really amazing to see those previous 
works. That means you are progressing. These blog assignments make us improve 
our English in daily. (Subject #9) 
 
I can review all the things I wrote on my blog. I knew what I like and dislike. This 
is good for me to know what I like to do in learning English. (Subject #10) 
 
Common themes mentioned within these blog assignment evaluations as being 
appreciated by some students over the semester were increased goal setting, 
improvements in writing, and more daily English use. These were all related to the 
metacognitive awareness aimed for in this study. 
Posted Rewrites 
I have always given my students the chance to rewrite their essay tests for 
possible additional points onto their grades. In the past, I had required them to type 
rewrites on paper to turn in, but this semester I had them post all four of their essay 
rewrites on their blogs. All 10 sample students chose to post the 4 essay rewrites. 
Feelings about blogging for language learning. According to my field notes, in 
the past, I had felt that rewrites in general had not been very successful because it seemed 
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that students just wanted the points and realized that I was the only one who was going to 
see the rewritten essays. However, also as stated in my field notes:  
Posting rewrites for all to see [on blogs] is more effective than just typing them on 
paper for only the teacher to see. It leads to much more conscientious attempts to 
make their work better and more satisfaction and pride in the resulting improved 
essay which is then on display. (Researcher Field Notes) 
 
Additionally, as reported in my field notes, many students mentioned that posting 
rewrites on their blogs had been highly helpful for them, not only because they had been 
concerned with trying to correct their essays’ grammar and organization, etc., but also 
because they were publishing their rewrites for others to see and possibly comment on. 
Lastly, in the students’ final in-class essay on what about the semester’s blogs had 
been helpful to their English studies, posting rewrites on blogs was the second most often 
mentioned assignment in terms of being useful for thinking about learning processes. 
Many mentioned how publishing their rewritten essays made them think carefully about 
fixing their mistakes and looking at what kinds of essay elements they needed to work on. 
My field notes also noted that lots of students had said that quite a few classmates 
proclaimed having their rewrites online where everyone could see motivated them to try 
harder on their writing processes to get it right so as to feel proud of what they published, 
or at least so as not to feel embarrassed. 
Chapter Summary 
This chapter has presented the results of the textual analysis of directed blogs 
used with intermediate level community college ESL students in order to see if they 
became more metacognitively aware of their language learning processes. Data from both 
the student blogs and my instructor field notes were incorporated.  
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 The major findings from the data, which are presented in this chapter, fell into the 
following groupings: those assignments dealing with writing with blogs, those related to 
non-traditional activities through blogs, and those pertaining to reporting and evaluating 
within blogs. Chapter 5 will provide a summation of these findings as related to the 
objective of the research. Additionally, conclusions and recommendations will be 
presented. 
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Chapter 5. Discussion 
This research study has explored a problem that many adult ESL learners have–
that is, the troubles they experience when trying to progress with their acquisition of 
English. This problem is often due to a lack of metacognitive awareness of the processes 
involved. Most non-native English speakers realize the importance of mastering the 
language in order to become successful in this country, but they are often not sure how to 
go about doing so. The research objective of this study was to look at the possible effects 
that directed blogging about thoughts on language learning experiences has on 
metacognitive awareness of language learning processes for intermediate community 
college ESL students. 
Throughout the history of second language teaching and learning, there have been 
debates, which still continue today, over best practices for SLA, including the role of 
metacognition in education and language learning. These debates have helped frame this 
study. The literature on SLA reflects various methods that have been tried, promoted, 
and/or shunned, but it is clearly still an ongoing journey.  
It is clear that technology plays a role in education today and that we must prepare 
second language students to get by, not only in the target language, but also in an online 
world and age (Ward, 2004). Blogging itself is a very recent phenomenon, and its use in 
SLA is still very new and relatively unexamined. While many studies have been done on 
the effects of blogging on such second language topics as communication, the writing 
process, collaboration, community, journaling, and motivation (Gardner, 2005; Godwin-
Jones, 2003; Herring et al., 2004; Kennedy, 2003; Lenhart & Fox, 2006; Moon, 1999; 
Richardson, 2010; Trammell & Ferdig, 2004), there have been few studies on 
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metacognition in relation to blogging (Lee & Oxford, 2008), especially for ESL students 
and at the community college level. 
The literature on metacognition in education in general, another ever-evolving 
area of frequent dispute, shows that the promotion of metacognitive strategies with 
second language learners can be quite useful and beneficial (Anderson, 2002; Chamot, 
Barnhardt, El-Dinary, & Robbins, 1999; Kruger & Dunning, 1999; Rubin, 2001; 
Vandergrift, 2003; Wenden, 2002). There is, however, a gap in the knowledge base on 
the subject which this dissertation addresses: the use of technology, specifically personal 
blogs, and in this case–directed blogging tasks--to achieve more metacognitive awareness 
of language learning processes for individual second language students. This gap, along 
with limitations in the current literature on the use of blogs for students’ awareness of 
second language learning, led me to investigate the issues at hand here. 
A qualitative and exploratory research design that was guided by a hermeneutic 
phenomenological approach focusing on human lived experiences was used for this 
study. The primary data came from two pre-existing sources: the personal blogs of 
Chinese students enrolled in the researcher’s Fall 2010 ESL classes and instructor field 
notes from those same classes. Seidel’s (1998) Noticing-Collecting-Thinking coding 
model was used to analyze these data sources. 
Key Findings 
The purpose of this study was to look at the use of blogs to see if they could aid 
intermediate community college level ESL students in becoming more metacognitively 
aware of their second language learning processes. All in all, the results proved to be of 
interest because they provided evidence of the usefulness of directed blogging for 
thinking and learning about learning–in other words, metacognitive awareness. The 
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results of the study showed that most of the students involved had positive experiences 
with blogging during PCC’s Fall semester of 2010. The findings are divided into three 
categories: writing with blogs, non-traditional activities through blogs, and reporting and 
evaluating within blogs. 
Writing with blogs. The semester directed blogging assignments that dealt with 
writing included #1 (“Three Questions”), and #2 (“My First Experience Learning 
English”), both unstructured and reflective in nature; and #6 (“Practice Essay”) and the 
four rewrite assignments, which were all structured, formal essays. All writing 
assignments were evaluated positively as useful for increasing metacognitive awareness 
of both writing processes and language learning processes by a noticeable majority of the 
students in the sample and found to be effective by me, the instructor, as well. 
Blackstone, Spiri, and Naganuma (2007) found that posting writing assignments on blogs 
motivated students to make improvements in both organization and content and to correct 
what they judged to be careless mistakes.   
In the “Three Questions” assignment #1, where students pondered their use of 
English and why they were actually trying to learn it, blog entries indicated that many 
students were mostly using their native language, Chinese, outside of the classroom, 
primarily due to comfort and convenience. Students also reported frustration and stress 
with trying to learn English and that this, paired with the frequent use of their native 
tongue, led to their lack of progress with the language. For assignment #2, “My First 
Experience Learning English,” many students described in their blogs having enjoyed 
reflecting on the past, whether with fond memories or not, and most stated the positive 
value of practicing the writing process with a free essay here. This concurs with many 
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researchers who have found the positive aspects of reflective writing, either online or off 
(Andrusyszyn & Davie, 1997; Blood, 2002; Godwin-Jones, 2003; Loke et al., 1997; 
Moon, 1999; Powazek, 2002; Robbin, 2001).  
For the sixth assignment, the more structured “Practice Essay,” the students were 
asked to write a formal practice essay on their blogs about their plans to use English on 
campus in the future. Their evaluations were mostly positive, at least about the necessity 
of practicing the writing process and how important that was to them as college students. 
This coincides with Blackstone et al.’s (2007) research on blogs for teaching and learning 
writing, and how students felt the need to advance their academic writing. My students 
also reported, however, that although they enjoyed coming up with new ideas about how 
to use English on campus, many felt they probably would not really put these ideas into 
actual use because of their discomfort in doing so.  
Lastly, students evaluated the rewrite assignments in a positive light. These were 
structured, formal rewrites of class essay tests, and such academic-type blog entries 
seemed to appeal to the students. Some students also reported pride in publishing the 
rewrites on their blogs and how that had made them try harder to think through and edit 
the essays the best they could since the product would be displayed online. These 
findings fall in line with the research which says that writing online and its public nature 
offers immediate publishing for an instant virtual audience (Kennedy, 2003), and this can 
motivate students to put more effort into their work and take more personal responsibility 
for it (Blackstone, et al., 2007). 
Participating in non-traditional activities through blogs.  Both the 
commenting and “English on Campus” assignments may have felt non-traditional to 
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these students for different, but perhaps culturally related reasons. Briefly, Asian students 
are often used to more formal, teacher-centered classroom scenarios in their schooling, 
but these activities did not match that to which they feel accustomed. 
 The commenting assignments—quite student-centered in nature—asked that the 
students themselves, not the teacher, critique their classmates’ blog entries and many 
students felt dissatisfaction with this task. This in some ways goes along with Blackstone 
et al.’s (2007) research finding that “a student who lacks confidence may feel fear at 
having others read his/her thoughts, or . . . may be embarrassed by the prospect of others 
seeing his/her mistakes” (p. 16). Very few of them reported gaining much metacognitive 
awareness of their language learning processes either by reading or by relating to their 
peers’ entries.  
For assignment #5, “English on Campus,” students were to go out onto the 
college campus looking for ways and places they could use to improve their English, 
without the crutch of their teacher or textbooks and without the comfort of the classroom. 
After going out, they were to post about their experiences on their blogs. The reviews of 
this assignment were also negative in that most believed the activity to be a waste of time 
and that the classroom was really the only place to learn English. 
Reporting and evaluating within blogs. The third grouping of assignments 
involved reporting on and the evaluation of certain assignments in order to increase 
metacognitive awareness of the processes involved in those tasks. Assignment #4 
(“Learning Styles”) required students to contemplate and post the results of two online 
learning styles surveys which they had taken as homework. Results from this assignment 
showed that many students appreciated the metacognitive awareness gained by seeing an 
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assessment about how they preferred to learn. Quite a few stated in their blogs that they 
would consider what they had found out about their learning styles in order to attempt to 
improve the ways they try to learn English.  
Assignments #8 and #9 (both labeled “Daily English”) required students to 
publish a daily report on their blogs about both one way they had used English outside of 
school that day and one way they planned to use it the next day. This assignment was the 
most popular of the semester with the majority of students. They affirmed that it had 
helped them realize how much or how little they were using English when not at school. 
They described enjoying the freedom and creativity they could employ in posting what 
they had done and what they intended to do. These two directed blogging assignments 
also served as a sort of e-portfolio where students could look over their achievements 
and/or downfalls in an organized fashion over a period of time. This concurs with the 
findings of Xie and Sharma’s (2004) research, which said that blogs provided a useful 
space where reflection and remarks could be organized and where changes could be 
recorded and observed. 
The final directed blogging assignment required students to evaluate their entire 
semester’s blog work. The findings for this assignment #10, “Blog Evaluations,” showed 
that posting these evaluations was quite useful in the eyes of both the students and the 
instructor. When learners reflected upon and evaluated the learning process involved in a 
task and whether or not they had achieved their expected outcomes, they gained more 
insight into the meaning of their learning (Zimmerman, 2002). For this assignment, 
students gave a brief evaluation of each directed blogging assignment throughout the 
semester and how they believed it had been helpful or not for their becoming 
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metacognitively aware of their English learning processes. Overall, these evaluations 
made it clear that this assignment had been valuable because it helped them to see the big 
picture regarding their progress over the semester. Some mentioned appreciating looking 
over the collection of accomplishments they had produced and that the chance to review 
all assignments and rewrites gave them insight into what they had learned about their 
own learning processes. Xie and Sharma (2004) also found in their research that as 
students read their own blogs, they could see their improvement (or lack thereof) and that 
the ability to see those changes allowed them to reflect on their learning more effectively. 
Conclusions 
As a result of this research, one conclusion made is that these students were more 
comfortable with using blogs in an academic fashion. One instance where this was 
evident was in their satisfaction with using blogs for writing or rewriting structured 
essays, which coincides with positive results on research involving blogging and the 
writing process (Eastment, 2005; Johnson, 2004; Jones, 2006; Read & Fisher, 2006). 
Therefore, it was seen that teaching with blogs helped to spice up academic tasks that 
could otherwise be viewed by students as tedious or mundane, such as essay writing. In 
agreement with such researchers as Kennedy (2003) and Blackstone et al. (2007), the 
ostensibly powerful act of publishing assignments to blogs seemed to motivate students 
to put forward more effort and to take more pride in and accountability for their work. 
Conversely, a second conclusion from this research is that, despite what had been 
hoped, directed blogging did not appear to help students think outside of the box in a 
more non-traditional manner about their language acquisition processes or learning 
methods. Their dislike in general, for example, of the assignment where they were asked 
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to go out into their campus surroundings to think of ways they could use English and then 
describe their experiences on their blogs demonstrated a fear of leaving their safety nets. 
Many of the students in my classes seemed to be clinging to rather old-fashioned 
language learning habits and definitely preferred blogging on subjects or activities tied to 
the classroom setting–or at least to traditional studying in general–where they appeared to 
be more at ease. As stated earlier, many Asian students come from an education system 
where the students are more passive and classes are more teacher-centered. Also, learning 
is often tightly tied to the academic setting of a formal classroom. Thus, when faced with 
tasks that are not teacher-centered or classroom oriented, many Chinese students can feel 
culturally uncomfortable. 
Lastly, and most directly related to the research objective of this study, I have 
concluded that directed blogging did help many of my students become more 
metacognitively aware of some of their second language learning processes, as seen by 
the fact that two of their most liked assignments, “Daily English” and “Learning 
Strategies Surveys,” dealt directly with this topic of thought–that is, thinking about 
thinking and how that can affect one’s language learning. However, as a result of reading 
their blog evaluations and perusing my own field notes, I believe that many of the sample 
students will not actually change their ways. Although the mere act of thinking about 
thinking (and not that of tangibly changing habits) was the sole focus of this study, this is 
of interest nonetheless. Many of these students looked at ESL and learning English in 
general as just another school subject to pass, like math or history, and not as a life skill 
which needs to be acquired. 
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Limitations 
This study looked at the use of blogs by one group of intermediate community 
college ESL students who were of Chinese descent. The focus of this study was on the 
use of blogs to promote metacognitive awareness of various language learning processes. 
The study has some limitations that impact the external validity. Since it focused on 
individual experiences, other participants and their unique contexts could most certainly 
be different. Nevertheless, conclusions do have some applicability to other settings and to 
other faculty attempting to instruct college ESL students. 
Specific limitations of this study were that all of the participants were: (a) of one 
nationality, (b) from the same classes, and (c) at a single community college in Pasadena, 
California. Similarly, all participants were intermediate level students. In addition, all 
participants were students enrolled in only my classes, so my teaching style and 
experience could also limit the ability to apply the lessons of this study to other ESL 
classes. Lastly, as second language learners, the students’ comprehension levels could at 
times have interfered with their understanding of the instructions or goals of the 
assignments, which might have limited the value of their responses. 
Suggestions for Faculty of Second Language Learners 
All in all, as an instructor, I found the use of directed blogging to be quite 
advantageous to my students in their ESL classrooms, and I think it would be of value for 
other second language instructors to include it in their lesson plans as well. This style of 
blogging aided students in accomplishing metacognitive awareness of the ways they had 
used to learn English in the past, the modes they were using to learn it now, and the 
techniques they planned on using to learn it in the future. 
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Through the course of moving toward a metacognitive understanding of their 
English learning processes, students also gained from a few other byproducts of directed 
blogging. For one, it seemed to offer something for all areas of second language learning: 
speaking, listening, reading and writing. It especially helped them to appreciate the 
writing process more. Therefore, such guided activities as freewriting, doing practice 
essays, and posting rewrites on blogs are highly recommended for ESL teachers to use 
with their students in order to raise interest in these tasks, which are otherwise often 
viewed as unpleasant. Another enjoyable activity that is worth incorporating into the ESL 
classroom is that of students recording their own progress over the semester onto their 
blogs, as was done with the “Daily English” assignment, for example. My students took 
great satisfaction in being able to review their blog entries in chronological order so they 
could see their improvements and to realize in what direction they were heading. 
Another suggestion worth considering for teachers is to potentially start by 
blogging on a number of types of activities until you find out which are best suited for the 
needs of your particular students. Then you can focus on that type or those types of 
assignments for richer results. By having done a variety of activities for this research 
study, I now know which ones I will likely hone in on for my future classes, so hopefully 
there will be less hit and miss. 
Lastly, if you sense that your students may be lacking inspiration to improve their 
English, I found that blogging in general was quite a motivational tool for my students. 
They definitely looked forward to any time spent in the computer lab and to any class 
time that was devoted to working on our blogging assignments. Be aware, however, that 
part of adding blogging to your lessons is ensuring that all students have access to the 
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Internet. Not everyone has their own computers and/or Internet access at home and 
although every campus nowadays offers the Internet to their students, not everyone has 
the time to stay on campus to take advantage of this service. Also remember that some 
students might need training in basic computer skills, so have resources ready to remedy 
this. One solution is to pair students up, especially more competent with less competent 
ones, in order to help each other. 
Recommendations for Future Research 
This study has served as an exploration into the role that directed blogs can play 
in students’ quest to become metacognitively aware of ways to improve their English 
learning processes. It has added to the existing knowledge base (Andrusyszyn & Davie, 
1997; Blackstone et al., 2007; Blood, 2002; Godwin-Jones, 2003; Kennedy, 2003; Loke, 
et al., 1997; Moon, 1999; Powazek, 2002; Robbin, 2001) by adding another empirical 
study on educational blogging. Also, this study contributes to the appreciation of 
metacognition in relation to language learning (Anderson, 2002; Chamot et al., 1999; 
Graham, 1997; Kruger & Dunning, 1999; Oxford & Schramm, 2007; Rubin, 2001; 
Vandergrift, 2003; Wenden, 2002).  
However, many more studies focused in both these areas are necessary in order to 
continue filling gaps in the literature. There are a few specific issues that are worthy of 
pursuit for future research on the use of educational blogging to aid metacognitive 
awareness in language learners. 
First, it would be of interest to see further research done on the topic of blogs for 
language learning awareness, but research which is focused on one specific topic, such as 
how publishing to blogs affects the essay rewriting process, as opposed to the many 
different types of topics I attempted to cover in a single study. Also, variations in 
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methodology for this kind of research might include, first and foremost, broadening its 
scope in terms of looking at more ethnic groups and English proficiency levels. This 
broadening could also include looking at gender or different age groups, such as K-12, 
four-year university, or adult school students. In addition, it would be valuable to expand 
to a larger sized sample of participants, such as by using multiple teachers and their 
classes, in future studies like this. The value would be to somewhat decrease the number 
of limitations that go along with only including the students of one professor’s classes. A 
result of doing this would be more variety in teaching styles, which could help make the 
findings more able to be generalized as well. 
I would also recommend adding post-interviews with students–and possibly 
teachers–to gain more insight into the processes they go through in this sort of blogging 
study. This type of information could greatly supplement that which is gathered from the 
blogs and field notes. Another potentially useful approach to take with this kind of study 
would be to have objective, outside observers’ views regarding what is going on in the 
classes with the blogging. This would act to lessen the bias that can occur when the 
researcher is also the instructor of the students who are being studied. 
Blogging as a educational tool is still relatively new and is constantly developing 
into new and innovative forms with unique uses, so there will definitely be different and 
better ways to both use and research this tool for the language classroom since blogging 
and other social network tools are constantly evolving. I advise any future researcher to 
take full advantage of all the latest advances that each new step of social media and the 
methods that spring up to evaluate its usefulness bring. 
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Closing Comments 
Clearly Web 2.0 tools such as blogging are here to stay. Therefore, both teachers 
and students alike should seriously consider including them in their teaching and learning 
experiences. As a comparatively new and potentially powerful technological tool, the use 
of blogs within second language learning still leaves plenty to be discovered. 
Understanding intermediate ESL students’ lived experiences through blogging activities 
offers significant potential for students to metacognitively understand the personal 
language learning processes involved. Blogging takes little time and effort to get started 
and there appears to be something in it for everyone, so there is little reason not to 
explore the possibilities this influential tool offers to education. 
 
 94 
REFERENCES 
advanogy.com. (2004). Overview of learning styles. Learning-styles-online.com: 
Discover your learning styles–graphically! Retrieved from http://www.learning-
styles-online.com/overview/ 
Anderson, N. J. (2002). The role of metacognition in second/foreign language teaching 
and learning. ERIC Digest: 463659. Retrieved from 
http://www.gpoaccess.gov/eric/200210/ed463659.pdf 
Anderson, N. J. (2005). L2 strategy research. In E. Hinkel (Ed.), Handbook in second 
language teaching and learning (pp. 757-772). Mahwah, NJ: Erlbaum. 
Andrusyszyn, M., & Davie, L. (1997). Facilitating reflection through interactive journal 
writing in an online graduate course. Journal of Distance Education, 12(1/2), 103-
126. Retrieved from http://www.jofde.ca/index.php/jde/article/view/266/427 
Asher, J., Kusudo, J. A., & De La Torre, R. (1974). Learning a second language through 
commands: The second field test. Modern Language Journal, 58, 24-32. 
Retrieved from http://onlinelibrary.wiley.com/doi/10.1111/j.1540-
4781.1974.tb05074.x/abstract 
Assessment. (2006, August 24, 2006). Pasadena City College. Retrieved from 
http://www.pasadena.edu/studentservices/assessment/information/esl_info.cfm 
Atkinson, R. C., & Shiffrin, R. (1968). Human memory: A proposed system and its 
control processes. In K. W. Spence & J. T. Spence (Eds.), The psychology of 
learning and motivation (Vol. 2, pp. 89-195). New York, NY: Academic Press. 
Barson, J., & Debski, R. (1996). Calling back CALL: Technology in the service of 
foreign language learning based on creativity, contingency, and goal-oriented 
activity. In M. Warschauer (Ed.), Telecollaboration in foreign language learning 
(pp. 49-68). Honolulu, HI: University of Hawaii. 
Beatty, K. (2003). Teaching and researching: Computer-assisted language learning. 
New York City, NY: Pearson Education. 
Benware, C. A., & Deci, E. L. (1984). Quality of learning with an active versus passive 
motivational set. American Educational Research Journal, 21(4), 755-765. 
Retrieved from http://www.mendeley.com/research/quality-of-learning-with-an-
active-versus-passive-motivational-set/ 
Blackstone, B., Spiri, J., & Naganuma, N. (2007). Blogs in English language teaching 
and learning: Pedagogical uses and student responses. Reflections on English 
Language Teaching, 6(2), 1-20. Retrieved from 
http://www.nus.edu.sg/celc/publications/RETL62/01to20blackstone.pdf 
 95 
Blood, R. (2002). The weblog handbook: Practical advice on creating and maintaining 
your blog. Cambridge, MA: Perseus. 
Brinton, D. M., Snow, M. A., & Wesche, M. B. (1989). Content-based second language 
instruction. New York, NY: Newbury House. 
Broadbent, D. E. (1958). Perception and communication. New York, NY: Pergamon. 
Brown, A. L., & Smiley, S. S. (1977). Rating the importance of structural units of prose 
passages: A problem of metacognitive development. Child Development, 48, 1-8. 
Retrieved from http://www.ecu.edu/cs-cas/psyc/upload/Brown-Smiley-1977.pdf 
Brown, A. L. (1978). Knowing when, where, and how to remember: A problem of 
metacognition. In R. Glasser (Ed.), Advances in instructional psychology (pp. 
367-406). New York, NY: Halsted Press. 
Campbell, A. P. (2003). Weblogs for use with ESL classes. Internet TESL Journal, IX(2). 
Retrieved from http://iteslj.org/Techniques/Campbell-Weblogs.html 
Campbell, A. P. (2004). Using live journal for authentic communication in EFL classes. 
Internet TESL Journal, 10(9), 64-68. Retrieved from 
http://iteslj.org/Techniques/Campbell-LiveJournal/ 
Carlson, S. (2003). Weblogs come to the classroom. Chronicle of Higher Education, 
50(14), A33. Retrieved from ProQuest database. 
Carrell, P. L., Gajdusek, L., & Wise, T. (1998). Metacognition and EFL/ESL reading. 
Instructional Science, 26, 97-112. Retrieved from 
http://www.springerlink.com/content/q3522p7533722313/ 
Carroll, J. B. (1966). The contributions of psychological theory and educational research 
to the teaching of foreign languages. In A. Valdman (Ed.), Trends in language 
teaching (pp. 93-106). New York, NY: McGraw-Hill. 
Cavanaugh, J. C., & Borkowski, J. G. (1980). Searching for metamemory-memory 
connections: A developmental study. Developmental Psychology, 16, 441-453. 
Retrieved from http://psycnet.apa.org/journals/dev/16/5/441/ 
Cavanaugh, J. C., & Perlmutter, M. (1982). Metamemory: A critical examination. Child 
Development, 53, 11-28. Retrieved from http://www.jstor.org/stable/1129635 
Chamot, A. U. (2004). Language learning strategy instruction: Current issues and 
research. Annual Review of Applied Linguistics, 25, 112-130. 
doi:10.1017/S0267190505000061 
Chamot, A. U., Barnhardt, S., El-Dinary, P. B., & Robbins, J. (1999). The learning 
strategies handbook. White Plains, NY: Addison Wesley Longman. 
 96 
Chastain, K. (1969). The audio-lingual habit theory versus the cognitive code learning 
theory: some theoretical considerations. International Review of Applied 
Linguistics, 7, 79-106. 
Chastain, K. (1988). Developing second language skills (3rd ed.). San Diego, CA: 
Harcourt Brace Jovanovich. 
Chomsky, N. (1959). A review of B. F. Skinner's verbal behavior. Language, 35(1), 26-
58. Retrieved from http://www.chomsky.info/articles/1967----.htm 
Chomsky, N. (1966a). Aspects of the theory of syntax. Boston, MA: MIT Press. 
Chomsky, N. (Ed.). (1966b). Linguistic theory. London, United Kingdom: Oxford 
University Press. 
Christison, M. A. (1996). Teaching and learning languages through Multiple 
Intelligences. TESOL Journal, 6(1), 10-14. Retrieved from 
http://www.cal.org/caela/esl_resources/digests/MI.html 
Christison, M. A. (1999). Multiple intelligences: Teaching the whole student. ESL 
Magazine, 2(5), 10-13. 
Cohen, A. D. (2003). The learner's side of foreign language learning: Where do style, 
strategies, and tasks meet? International Review of Applied Linguistics, 41, 279-
291. doi:10.1515/iral.2003.013 
Coleman, A. (1929). The teaching of modern foreign languages in the United States. 
New York, NY: Macmillan. 
College History. (2003, May 5). Pasadena City College. Retrieved from 
http://www.pasadena.edu/about/history/index.cfm 
Community Colleges. (2010). California Community Colleges Chancellor's Office. 
Retrieved from 
http://www.cccco.edu/CommunityColleges/tabid/830/Default.aspx 
Creswell, J. W. (1994). Research design: Qualitative and quantitative approaches. 
Thousand Oaks, CA: Sage. 
Creswell, J. W. (1998). Qualitative inquiry and research design: Choosing among five 
traditions. Thousand Oaks, CA: Sage. 
Creswell, J. W., & Miller, D. L. (2000). Determining validity in qualitative inquiry. 
Theory into Practice, 39(3), 124-130. doi:10.1207/s15430421tip3903_2 
Curran, C. A. (1976). Counseling-learning in second languages. Apple River, IL: Apple 
River Press. 
 97 
Deci, E. L., Vallerand, R. J., Pelletier, L. G., & Ryan, R. M. (1991). Motivation and 
education: The self-determination perspective. Educational Psychologist, 26, 325-
346. Retrieved from 
http://ww.selfdeterminationtheory.org/SDT/documents/1991_DeciVallerandPellet
ierRyan_EP.pdf 
Delcloque, P. (2000). The history of CALL. Retrieved from http://www.history-of-
call.org 
Dieu, B. (2004). Practice view: Blogs for language learning. Tesol Essential Teacher, 
1(4, Fall), 26-30. 
Diller, K. C. (1978). The language teaching controversy. Rowley, MA: Newbury House. 
Doughty, C. J., & Long, M. H. (Eds.). (2005). The handbook of second language 
acquisition. Malden, MA: Blackwell. 
Downes, S. (2004). Educational blogging. EDUCAUSE Review, 39(5), 14-26. Retrieved 
from http://net.educause.edu/ir/library/pdf/ERM0450.pdf 
Dunlosky, J., & Metcalfe, J. (2009). Metacognition. Thousand Oaks, CA: Sage. 
Eastment, D. (2005). Blogging. English Language Teaching Journal, 59(4), 358-361. 
doi:10.1093/elt/cci073 
Flavell, J. H. (1970). Developmental changes in memorization processes. Cognitive 
Psychology, 1, 324-340. doi:org/10.1016/0010-0285(70)90019-8 
Flavell, J. H. (1979). Metacognition and cognitive monitoring: A new area of cognitive-
developmental inquiry. American Psychologist, 34, 906-911. doi:10.1037/0003-
066X.34.10.906 
Fredricks, J., Blumenfeld, P., & Paris, A. (2004). School engagement: Potential of the 
concept, state of the evidence. Review of Educational Research, 74(1), 59-109. 
doi:10.3102/00346543074001059 
Fries, C. C. (1945). Teaching and learning English as a foreign language. Ann Arbor, 
MI: University of Michigan Press. 
Gadamer, G. (1989). Truth and method (J. Weinsheimer & D. G. Marshall, Trans., 2nd 
ed.). New York, NY: Crossroad. 
Gardner, H. (1983). Frames of mind: The theory of multiple intelligences. New York, 
NY: Basic Books. 
Gardner, S. (2005). Time to check: Are you using the right blogging tool? USC 
Annenberg Online Journalism Review. Retrieved from 
http://www.ojr.org/ojr/stories/050714gardner/ 
 98 
Gass, S. M., & Selinker, L. (2008). Second language acquisition: An introductory course 
(3rd ed.). New York, NY: Routledge. 
Gattegno, C. (1972). Teaching foreign languages in schools: The silent way. New York, 
NY: Educational Solutions. 
Godwin-Jones, B. (2003). Blogs and wikis: Environments for online collaboration. 
Language Learning and Technology, 7(2), 12-16. Retrieved from 
http://llt.msu.edu/vol7num2/emerging/default.html 
Goldberg, N. (2005). Writing down the bones: Freeing the writer within (2nd ed.). 
Boston, MA: Shambhala. 
Graham, S. (1997). Effective language learning. Clevedon, United Kingdom: 
Multilingual Matters. 
Green, J. M. (1993). Student attitudes towards communicative and non-communicative 
activities: Do enjoyment and effectiveness go together? Modern Language 
Journal, 77(1), 1-9. doi:10.1111/j.1540-4781.1993.tb01938.x 
Griffith, B., & Frieden, G. (2000). Facilitating reflective thinking in counselor education. 
Counselor Education & Supervision, 40(2), 82-94. Retrieved from 
http://www.questia.com/PM.qst?a=o&d=5001136941# 
Gu, P. (2003). Vocabulary learning in a second language: Person, task, context and 
strategies. TESL-EJ, 7(2), 1-28. Retrieved from http://tesl-ej.org/ej26/a4.html 
Guba, E. G., & Lincoln, Y. S. (1989). Fourth generation evaluation. Newbury Park, CA: 
Sage. 
Haley, M. H. (2001). Understanding learner-centered instruction from the perspective of 
multiple intelligences. Foreign Language Annals, 34(4), 355-367. Retrieved from 
http://annenbergmedia.org/workshops/tfl/resources/s6_multipleintelligences.pdf 
Hart, J. T. (1965). Memory and the feeling-of-knowing experience. Journal of 
Educational Psychology, 56, 208-216. doi:10.1037/h0022263 
Hart, J. T. (1966). Methodological note on feeling-of-knowing experiments. Journal of 
Educational Psychology, 57, 347-349. doi:10.1037/h0023915 
Hart, J. T. (1967). Memory and memory-monitoring process. Journal of Verbal Learning 
and Verbal Behavior, 6, 685-691. doi:10.1016/S0022-5371(67)80072-0 
Heidegger, M. (1962). Being and time (J. Macquarrie & E. Robinson, Trans.). New York, 
NY: Harper & Row. 
Heidegger, M. (1982). The basic problems of phenomenology (A. Hofstadter, Trans.). 
Bloomington, IN: Indiana University Press. 
 99 
Herring, S. C., Scheidt, L. A., Bonus, S., & Wright, E. (2004). Bridging the gap: A genre 
analysis of weblogs. Paper presented at the Proceedings of the 37th Hawaii 
International Conference on System Sciences (HICSS-37), Manoa, Hawaii. 
Retrieved from http://www.blogninja.com/DDGDD04.doc 
Howatt, A. P. R., & Widdowson, H. G. (Eds.). (2004). A history of English language 
teaching (2nd ed.). Oxford, United Kingdom: Oxford University Press. 
Hornby, A. S. (1954). A guide to patterns and useage in English. London, UK: Oxford 
University Press. 
Hornby, A. S., Gatenby, E. V., & Wakefield, H. (1963). The advanced learner's 
dictionary of current English (2nd ed.). London, UK: Oxford University Press. 
Huang, Y. M., Jeng, Y. L., & Huang, T. C. (2009). An educational mobile blogging 
system for supporting collaborative learning. Educational Technology & Society, 
12(2). Retrieved from http://www.ifets.info/journals/12_2/12.pdf 
Husserl, E. (1963). Ideas: A general introduction to pure phenomenology (W. R. Boyce 
Gibson, Trans., 2nd ed.). New York, NY: Collier Books. 
Husserl, E. (1989). Ideas pertaining to a pure phenomenology and to a 
phenomenological philosophy, Book 2 (R. Rojewicz & A. Schuwer, Trans., Vol. 
2). Dordrecht, Germany and Boston, MA: Kluwer Academic Publishers. 
Husserl, E. (2001a). Logical investigations (J. N. Findlay, Trans. Revised ed. Vol. 1-2). 
London, United Kingdom and New York, NY: Routledge. 
Husserl, E. (2001b). The shorter logical investigations. London, United Kingdom and 
New York, NY: Routledge. 
Hymes, D. (1971). Competence and performance in linguistic theory. In R. Huxley & E. 
Ingram (Eds.), Language acquisition: Models and methods (pp. 3-28). London, 
United Kingdom: Academic Press. 
Ihde, D. (1986). Experimental phenomenology: An introduction. New York, NY: State 
University of New York Press. 
Institutional Planning and Research Office. (2009). Pasadena City College. Retrieved 
May 29, 2010, from http://www.pasadena.edu/ipro 
International Students. (2009, January 29, 2009). Pasadena City College. Retrieved from 
http://www.pasadena.edu/internationalStudents/campusinfo/campusinfo.cfm 
Jacobs, G. (1998). Cooperative learning or just grouping: The difference makes a 
difference. In W. Renandya & G. Jacobs (Eds.), Learners and language learning 
(pp. 172-193). Singapore: SEAMEO Regional Language Center. 
 100 
Jakobovits, L. A. (1970). Foreign language learning: A psycholinguistic analysis of the 
issues. Rowley, MA: Newbury House. 
Johnson, A. (2004). Creating a writing course utilizing class and student blogs. Internet 
TESL Journal, 10(8). Retrieved from http://iteslj.org/Techniques/Johnson-Blogs/ 
Johnson, D. W., Johnson, R. T., & Johnson-Holubec, E. (1988). Cooperation in the 
classroom. Edina, MN: Interaction Books. 
Jones, S. J. (2006). Blogging and ESL writing: A case study of how students responded to 
the use of weblogs as a pedagogical tool for the writing process approach in a 
community college ESL writing class (Unpublished doctoral dissertation). 
University of Texas at Austin, Austin, TX. 
Kárpáti, A. (2009). Web 2 technologies for Net native language learners: A 'social' 
CALL. RECALL Journal, 21, 139-156. doi:10.1017/S0958344009000160 
Katz, L. G., & Chard, S. C. (1989). Engaging children's minds: The project approach. 
Norwood, NJ: Ablex. 
Kelley, M. J. (2008). The impact of weblogs on the affective states and academic writing 
of L2 undergraduates (Unpublished doctoral dissertation). University of Virginia, 
Charlottesville, VA. 
Kennedy, K. (2003). Writing with weblogs. Technology and Learning, 23(7), 14-18. 
Retrieved from 
http://www.web2play.pbworks.com/f/Post+Writing+with+Web+Logs+copy.pdf 
Kluwe, R. H. (1982). Cognitive knowledge and executive control: Metacognition. In D. 
R. Griffin (Ed.), Animal mind–human mind (pp. 201-224). New York, NY: 
Springer-Verlag. 
Kraemer, J. P. (2009). Creating common ground: Merging new literacy studies and 
Freirean pedagogy in the ELL classroom (Unpublished doctoral dissertation). 
University of Louisville, Louisville, KY. 
Krahnke, K. (1987). Approaches to syllabus design for foreign language teaching. New 
York, NY: Prentice Hall. 
Krashen, S., & Terrell, T. (1983). The natural approach: Language acquisition in the 
classroom. Oxford, United Kingdom: Pergamon. 
Kroll, N. E. A., & Kellicutt, M. H. (1972). Short-term recall as a function of covert 
rehearsal and of intervening task. Journal of Verbal Learning and Verbal 
Behavior, 11, 196-204. doi:10.1016/S0022-5371(72)80077-X 
Kruger, J., & Dunning, D. (1999). Unskilled and unaware of it: How difficulties in 
recognizing one's own incompetence lead to inflated self-assessment. Journal of 
 101 
Personality and Social Psychology, 77, 1121-1134. Retrieved from 
http://www.superfrink.net/athenaeum/www.apa.org/journals/psp/psp7761121.htm
l 
Kvale, S. (1989). Issues of validity in qualitative research. Lund, Sweden: Cartwell Bratt. 
Kvale, S. (1995). The social construction of validity. Qualitative Inquiry, 1, 19-40. 
doi:10.1177/107780049500100103 
Lado, R. (1957). Linguistics across cultures. Ann Arbor, MI: University of Michigan 
Press. 
Languages Course Catalog. (2007, September 27, 2007). Pasadena City College. 
Retrieved June 23, 2010, from 
http://www.pasadena.edu/departments/catalog.cfm?Dept=lang 
Larsen-Freeman, D. (2003). Techniques and principles in language teaching (7th ed.). 
Oxford, United Kingdom: Oxford University Press. 
Lauer, J. M. (2004). Invention in rhetoric and composition. West Lafayette, IN: Parlor 
Press. 
Lee, K. R., & Oxford, R. (2008). Understanding EFL learners' strategy user and strategy 
awareness. Asian EFL Journal, 10(1), 7-32. Retrieved from http://www.asian-efl-
journal.com/March_2008_EBook.pdf 
Leininger, M. (1994). Evaluation criteria and critique of qualitative research studies. In J. 
Morse (Ed.), Critical issues in qualitative research methods (pp. 95-115). 
Thousand Oaks, CA: Sage. 
Lenhart, A., & Fox, S. (2006). Bloggers: A portrait of the Internet's new storytellers. 
Washington, DC: Pew Research Center. 
Leslie, P., & Murphy, E. (2008). Post-secondary students' purposes for blogging. 
International Review of Research in Open and Distance Learning, 9(3), 1-17. 
Retrieved from http://www.irrodl.org/index.php/irrodl/article/view/560/1140 
Lieberman, D. A. (1979). Behaviorism and the mind: A (limited) call for a return to 
introspection. American Psychologist, 34, 319-333. doi:10.1037/0003-
066X.34.4.319 
Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. Beverly Hills, CA: Sage. 
Loke, A. J. T. Y., Wong, F. K., & Wong, M. W. (1997). Arranging journal writing and 
dialogue in development reflective thinking in nursing education. Educational 
Research Journal, 12(1), 51-59. Retrieved from 
http://www.fed.cuhk.edu.hk/en/erj/1201/1201051.htm 
 102 
Lozanov, G. (1978). Suggestology and outlines of suggestopedy. New York, NY: Gordon 
and Breach. 
Lugton, R. (Ed.). (1971). Toward a cognitive approach to second language acquisition. 
Philadelphia, PA: Center for Curriculum Development. 
Mandler, G. (1967). Organization and memory. In K. W. Spence & J. T. Spence (Eds.), 
The psychology of learning and motivation (pp. 327-372). New York, NY: 
Academic Press. 
Marshall, P. J. (Ed.). (1998). The Oxford history of the British Empire: The eighteenth 
century. New York, NY: Oxford University Press. 
Matheson, D. (2004). Weblogs and the epistemology of the news: Some trends in online 
journalism. New Media & Society, 6(4), 443-468. doi:10.1177/146144804044329 
Maxwell, J. A. (1992). Understanding validity in qualitative research. Harvard 
Educational Review, 62, 279-300. Retrieved from 
http://her.hepg.org/content/8323320856251826/?p=97bd73a717dc4367bf7b460b9
3881395&pi=0 
McCarty, S. (2008, March). Social networking behind student lines with Mixi. Paper 
presented at the Wireless Ready Symposium, Nagoya, Japan. Retrieved from 
http://wirelessready.nucba.ac.jp/McCarty2008.pdf 
Mezirow, J. (1990). Fostering critical reflection in adulthood. San Francisco, CA: 
Jossey-Bass. 
Miles, M. B., & Huberman, M. (1994). Qualitative data analysis: An expanded 
sourcebook (2nd ed.). Thousand Oaks, CA: Sage. 
Miller, G. A. (1962). Psychology: The science of mental life. New York, NY: Harper & 
Row. 
Miller, G. A., Galanter, E., & Pribram, K. H. (1960). Plans and the structure of behavior. 
New York, NY: Henry Holt. 
Mishra, P., & Koehler, M. J. (2006). Technological pedagogical content knowledge: A 
framework for teacher knowledge. Teachers College Record, 80(6), 1017-1054. 
Retrieved from http://www.tcrecord.org/Content.asp?ContentID=12516 
Mission and Values. (2010, June 14, 2010). Pasadena City College. Retrieved from 
http://www.pasadena.edu/about/president/philosophy.cfm 
Moon, J. (Producer). (1999, November 5, 2010). Reflections in learning and professional 
development: Theory and practice. Workshop presentation. Retrieved from 
http://www.coventry.ac.uk/researchnet/d/675/a/4299 
 103 
Neisser, U. (1967). Cognitive psychology. New York, NY: Appleton-Century-Crofts. 
Nelson, T. O. (1996). Consciousness and metacognition. American Psychologist, 51, 102-
116. doi:10.1037/0003-066X.51.2.102 
Newell, A., & Simon, H. A. (1972). Human problem solving. Englewood Cliffs, NJ: 
Prentice Hall. 
Newman, P. B. (2001). Daily life in the middle ages (2nd ed.). Jefferson, NC: McFarland 
& Company. 
Nunan, D. (1996). Learner strategy training in the classroom: An action research study.  
TESOL Journal, 6(1), 35-41. Retrieved from 
http://www.anaheim.edu/media/files/TESOL/Nunan/learnerStrategyTraining_AR
Study_TESOLJournal.pdf 
Ogden, C. K. (1930). Basic English: A general introduction with rules and grammar. 
London, United Kingdom: Paul Treber & Co. 
Opp-Beckmann, L. (1999). Classroom practice: Authentic audience on the internet. In J. 
Egbert & E. Hanson-Smith (Eds.), CALL environments: Research, practice, and 
critical issues (pp. 79-95). Alexandria, VA: TESOL. 
Oxford, R. L. (1990). Language learning strategies: What every teacher should know. 
Boston, MA: Heinle & Heinle. 
Oxford, R. L., & Schramm, K. (2007). Bridging the gap between psychological and 
sociocultural perspectives on L2 learner strategies. In A. D. Cohen & E. Macaro 
(Eds.), Language learner strategies (pp. 47-68). Oxford, United Kingdom: 
Oxford. 
Paivio, A. (1969). Mental imagery in associative learning and memory. Psychological 
Review, 76, 241-263. doi:10.1037/h0027272 
Palmer, H. E. (1917). The scientific study and teaching of languages. London, UK: 
Harrap. 
Palmer, H. E. (1921a). The Oral Method of teaching languages. Cambridge, UK: Heffer. 
Palmer, H. E. (1921b). The principles of language-study. London, UK: Harrap. 
Pasadena Statistics. (2010, July). City of Pasadena. Retrieved from 
http://www.ci.pasadena.ca.us/Pasadena_Statisitcs/ 
Penuel, W. R., Korbak, C., Cole, K. A., & Jump, O. (1999, December). Imagination, 
production, and collaboration in project-based learning using multimedia. Paper 
presented at the Computer Support for Collaborative Learning '99, Palo Alto, CA. 
 104 
Powazek, D. M. (2002). Design for community: The art of connecting real people in 
virtual places. Indianapolis, IN: New Riders. 
Price, G. (1985). The French language: Present and past. New York, NY: Crane, Russak 
& Co. 
Rasulo, M. O. (2009). The role of community formation in learning processes. In M. 
Thomas (Ed.), Handbook of research on Web 2.0 and second language learning 
(pp. 80-100). Hershey, PA: IGI Global. doi:10.4018/978-1-60566-190-2 
Read, S. (2006). Tapping into students' motivation: Lessons from young adolescents' 
blogs. Voices From the Middle, 14(2), 38-46. Retrieved from 
http://digitalcommons.usu.edu/cgi/viewcontent.cgi?article=1109&context=teal_fa
cpub&sei-
redir=1&referer=http%3A%2F%2Fwww.google.com%2Fsearch%3Fclient%3Dsa
fari%26rls%3Den-
us%26q%3DRead%2C%2BS.%2C%2B%2526%2BFisher%2C%2BD.%2B%282
006%29.%2BTapping%2Binto%2Bstudents%27%2Bmotivation%3A%2BLesson
s%2Bfrom%2Byoung%2Badolescents%27%2Bblogs.%2BVoices%2BFrom%2Bt
he%2BMiddle%2C%2B14%282%29%2C%2B38-46.%26ie%3DUTF-
8%26oe%3DUTF-
8#search=%22Read%2C%20S.%2C%20%26%20Fisher%2C%20D.%20%28200
6%29.%20Tapping%20into%20students%20motivation%3A%20Lessons%20fro
m%20young%20adolescents%20blogs.%20Voices%20From%20Middle%2C%20
14%282%29%2C%2038-46.%22 
Redekopp, R., & Bourbonniere, E. (2009). Giving reluctant students a voice. Learning & 
leading with technology, 36(7), 34-35. doi: 36728e[1] 
Richards, J. C., & Rodgers, T. S. (2007). Approaches and methods in language teaching 
(12th ed.). New York, NY: Cambridge University Press. 
Richards, L., & Morse, J. (2007). Read me first for a user’s guide to qualitative methods 
(2nd ed.). Thousand Oaks, CA: Sage. 
Richardson, W. (2010). Blogs, wikis, podcasts, and other powerful Web tools for 
classrooms (3rd ed.). Thousand Oaks, CA: Corwin Press. Retrieved from 
http://www.corwin.com/books/Book234187 
Rigg, P. (1991). Whole Language in TESOL. TESOL Quarterly, 25(3), 521-542. 
doi:10.2307/3586982 
Robbin, A. (2001). Creating social spaces to facilitate reflective learning on-line. 
Bloomington, IN: Rob Kling Center for Social Informatics, Indiana University. 
Retrieved from 
https://scholarworks.iu.edu/dspace/bitstream/handle/2022/181/wp01-
01B.html;jsessionid=CDF2862E83BF3A635669E3EAD0AAC415 
 105 
Rodzvilla, J. (Ed.) (2002). We've got blog: How weblogs are changing our culture. 
Cambridge, MA: Perseus. Retrieved from 
http://openlibrary.org/books/OL3573084M/We've_got_blog 
Roed, J. (2003). Language learner behaviour in a virtual environment. Computer Assisted 
Language Learning, 16(2-3), 155-172. doi:10.1076/call.16.2.155.15880 
Rollins, W. (2007). Using reflective capacity and skills in everyday practice. Marymead 
Family and Child Centre. Retrieved from 
http://www.dhcs.act.gov.au/__data/assets/pdf_file/0017/16307/Developing_Refle
ctive_Skills_to_Evaluate_Relationship-Based_Practice_Day_to_Day-
Wendy_Rollins.pdf 
Rubin, J. (1975). What the "good language learner" can teach us. TESOL Quarterly, 9, 
41-51. doi:10.2307/3586011 
Rubin, J. (2001). Language learner self-management. Journal of Asian Pacific 
Communication, 11(1), 25-37. doi:10.1075/japc.11.1.05rub 
Rubin, J., Chamot, A. U., Harris, V., & Anderson, N. J. (2007). Intervening in the use of 
strategies. In A. D. Cohen & E. Macaro (Eds.), Language learner strategies (pp. 
141-160). Oxford, United Kingdom: Oxford University Press. 
Saettler, P. (1990). The evolution of American educational technology. Englewood, CO: 
Libraries Unlimited. 
Sandelowski, M. (1993). Rigor or rigor mortis: The problem of rigor in qualitative 
inquiry. Advances in Nursing Science, 16(2), 1-8. Retrieved from 
http://www.ncbi.nlm.nih.gov/pubmed/8311428 
Sauveur, L. (1874). Introduction to the teaching of living languages without grammar or 
dictionary. Boston: Schoenhop and Moeller. 
Seidel, J. V. (1998). Qualitative data analysis. In The Ethnograph v5.0: A users guide. 
Colorado Springs, CO: Qualis Research. 
Sekaran, U., & Bougie, R. (2010). Research methods for business: A skill building 
approach (5th ed.). West Sussex, United Kingdom: Wiley & Sons. 
Shin, D. S. (2009). A blog-mediated curriculum for teaching academic genres in an 
urban classroom: Second grade ELL students' emergent pathways to literacy 
development (Unpublished doctoral dissertation). University of Massachusetts, 
Amherst, MA. 
Sparkes, A. C. (2001). Qualitative health researchers will agree about validity. 
Qualitative Health Research, 11, 538-552. doi:10.1177/104973230101100409 
 106 
Stewart, K. L., & Felicetti, L. A. (1992). Learning styles of marketing majors. 
Educational Research Quarterly, 15(2), 15-23. 
Stiefvater, L. (2003). The role of authentic language approach in enhancing second-
language instruction. Kalamazoo, MI: Kalamazoo College. 
Stiler, G., & Philleo, T. (2003). Blogging and blogspots: An alternative format for 
encouraging reflective practice among preservice teachers. Education, 123(4), 
789-797. 
Swain, S. (1996). Hellenism and empire: Language, classicism, and power in the Greek 
world. Oxford, United Kingdom: Clarendon Press. 
Sweet, H. (1899). The practical study of languages: A guide for teachers and learners. 
London, United Kingdom: Dent. 
Tang, H. N., & Moore, D. W. (1992). Effects of cognitive and metacognitive pre-reading 
activities on the reading comprehension of ESL learners. Educational Psychology, 
12(3-4), 315-331. doi:10.1080/0144341920120313 
Thompson, I., & Rubin, J. (1996). Can strategy instruction improve listening 
comprehension? Foreign Language Annals, 29(3), 331-342. doi:10.1111/j.1944-
9720.1996.tb01246.x 
Trammell, K. D., & Ferdig, R. E. (2004). Pedagogical implications of classroom 
blogging. Academic Exchange Quarterly, 8(4), 60-64. Retrieved from 
http://findarticles.com/p/articles/mi_hb3325/is_4_8/ai_n29148968/?tag=content;c
ol1 
Van Manen, M. (1990). Researching lived experiences: Human science for action 
sensitive pedagogy. Albany, NY: State University of New York Press. 
Vandergrift, L. (2003). Orchestrating strategy use: Towards a model of the skilled L2 
listener. Language Learning, 53, 461-494. doi:10.1111/1467-9922.00232 
Ward, J. M. (2004). Blog assisted language learning (BALL): Push button publishing for 
pupils. TEFL Web Journal, 3(1), 1-16. Retrieved from http://www.teflweb-
j.org/v3n1/v3n1.htm 
Warschauer, M. (1996). Computer assisted language learning: An introduction. In S. 
Fotos (Ed.), Multimedia language teaching (pp. 3-20). Tokyo, Japan: Logos 
International. 
Watson, J. B. (1913). Psychology as the behaviorist views it. Psychological Review, 20, 
158-177. Retrieved from http://psychclassics.yorku.ca/Watson/views.htm 
Wenden, A. (1998). Metacognitive knowledge and language learning. Applied 
Linguistics, 19(4), 515-537. doi:10.1093/applin/19.4.515 
 107 
Wenden, A. L. (2002). Learner development in language learning. Applied Linguistics, 
23(1), 32-55. doi:10.1093/applin/23.1.32 
West, M. (1926). Bilingualism (with special reference to Bengal) (No. 13). Calcutta, 
India: Bureau of Education, India. 
Willis, J. (1996). A flexible framework for task-based learning. In J. Willis & D. Willis 
(Eds.), Challenge and change in language teaching (pp. 52-62). Oxford: 
Heinemann. 
Wrede, O. (2003, May). Weblogs and discourse: Weblogs as a transformational 
technology for higher education and academic research. Paper presented at the 
Blogtalk, Vienna, Austria. Retrieved from 
http://weblogs.design.fhaachen.de/owrede/publikationen/weblogs_and_ discourse. 
Xie, Y., & Sharma, P. (2004, October). Students' lived experience of using weblogs in a 
class: An exploratory study. Paper presented at the Association for Educational 
Communications and Technology, Chicago, IL. Retrieved from 
http://andromeda.rutgers.edu/~hattem/PALS/students%20lived%20experience%2
0of%20using%20weblogs%20in%20class.pdf 
Young, R. E., Becker, A. L., & Pike, K. L. (1970). Rhetoric: Discovery and change. 
Boston, MA: Houghton Mifflin Harcourt. 
Zhao, Y., Pugh, K., Sheldon, S., & Byers, J. L. (2002). Conditions for classroom 
technology innovations. Teachers College Record, 104(3), 482-515. Retrieved 
from http://www.tcrecord.org/content.asp?contentid=10850 
Zimmerman, B. J. (2002). Becoming a self-regulated learner: An overview. Theory into 
Practice, 41(2), 64-70. doi:10.1207/s15430421tip4102_2 
 108 
APPENDIX A 
ESL 459 Consent Form: Fall Semester 2010 
 
I understand and agree that it is ok for Ms. Johnson to use parts of my blog after the 
semester is finished for possible research and/or professional presentations on the effects 
of blogging for ESL students. I understand that my name will never be used in any way. I 
also understand that this is voluntary and that there is no penalty if I do not agree to sign 
this form. 
 
I agree that Ms. Johnson may contact me to volunteer for a short interview after the 
semester is finished. Again, I understand that my name will never be used in any research 
or presentations. 
 
I understand that all information from my blog and about me will be confidential and that 
I can contact Ms. Johnson at any time if I have questions. 
 
 
Print Name (in English): _______________________________________________ 
 
Signature (In English): _______________________________________________ 
 
Telephone #:   _______________________________________________ 
 
Email Address:  _______________________________________________ 
 
Today’s date:   _______________________________________________ 
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APPENDIX B 
 IRB Approval Letter 
 
Pepperdine University 
Graduate & Professional Schools Institutional Review Board 
6100 Center Drive, Los Angeles, California 90045 
310-568-5600 
 
May 6, 2011  
  
Cathy Johnson  
  
Protocol #:  E0311D15  
Project Title:   Blogging with Intermediate Community College ESL 
Students: Its Effects on  
Awareness of Language Acquisition Processes  
  
Dear Ms. Johnson:  
  
Thank you for submitting your application, Blogging with Intermediate Community 
College ESL Students: Its Effects on Awareness of Language Acquisition 
Processes, for exempt review to Pepperdine University’s Graduate and 
Professional Schools Institutional Review Board (GPS IRB).  The IRB 
appreciates the work you and your faculty advisor, Dr. Kay Davis, have done on 
the proposal.  The IRB has reviewed your submitted IRB application and all 
ancillary materials.  Upon review, the IRB has determined that the above entitled 
project meets the requirements for exemption under the federal regulations (45 
CFR 46 - http://www.nihtraining.com/ohsrsite/guidelines/45cfr46.html) that govern 
the protections of human subjects.  
 
Specifically, section 45 CFR 46.101(b)(4) states:   
(b) Unless otherwise required by Department or Agency heads, research 
activities in which the only involvement of human subjects will be in one or more 
of the following categories are exempt from this policy:  
  
Category (4) of 45 CFR 46.101, Research, involving the collection or study of 
existing data, documents, records, pathological specimens, or diagnostic 
specimens, if these sources are publicly available or if the information is recorded 
by the investigator in such a manner that subjects cannot be identified, directly or 
through identifiers linked to the subjects.  
  
Your research must be conducted according to the proposal that was submitted 
to the IRB.  If changes to the approved protocol occur, a revised protocol must be 
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reviewed and approved by the IRB before implementation.  For any proposed 
changes in your research protocol, please submit a Request for Modification 
Form to the GPS IRB.  Because your study falls under exemption, there is no 
requirement for continuing IRB review of your project.  Please be aware that 
changes to your protocol may prevent the research from qualifying for exemption 
from 45 CFR 46.101 and require submission of a new IRB application or other 
materials to the GPS IRB.    
  
A goal of the IRB is to prevent negative occurrences during any research study.  
However, despite our best intent, unforeseen circumstances or events may arise 
during the research.  If an unexpected situation or adverse event happens during 
your investigation, please notify the GPS IRB as soon as possible.  We will ask 
for a complete explanation of the event and your response.  Other actions also 
may be required depending on the nature of the event.  Details regarding the 
timeframe in which adverse events must be reported to the GPS IRB and the 
appropriate form to be used to report this information can be found in the 
Pepperdine University Protection of Human Participants in Research: Policies 
and Procedures Manual (see link to “policy material” at 
http://www.pepperdine.edu/irb/graduate/).  
  
Please refer to the protocol number denoted above in all further communication 
or correspondence related to this approval.  Should you have additional 
questions, please contact me.  On behalf of the GPS IRB, I wish you success in 
this scholarly pursuit.  
  
Sincerely,  
  
Jean Kang, CIP  
Manager, GPS IRB & Dissertation Support  
Pepperdine University  
Graduate School of Education & Psychology  
6100 Center Dr. 5th Floor  
Los Angeles, CA 90045  
  
cc:   Dr. Lee Kats, Associate Provost for Research & Assistant Dean of 
Research, Seaver College  
Ms. Alexandra Roosa, Director Research and Sponsored Programs  
Dr. Yuying Tsong, Interim Chair, Graduate and Professional Schools IRB  
Ms. Jean Kang, Manager, Graduate and Professional Schools IRB  
Dr. Kay Davis  
Ms. Christie Dailo   
 
